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ABSTRACT

This report describes the fifth in a series of investigations of the
nature, role and gquality of teacher-developed classroom assessments, The
purpose of this research Program is to provide a clear Pictute of the
assessment demands of the cl.ssroom 80 teacher educators can Plan assessment
training that is relevant to teachers' needs, The purpose of this particular
atudy in the series was to develop instrumentation for the observation and
deascription of individual teachers' classroom assessment environments. Once
developed, such instrumentation will serve as a valuable clasaroom observation
and feedback tool and a useful reseacrch tool for comparing environments across
grades and subjects,

Beginning with a general observational framework from a previous study,
four researchers chserved and deacribed two classroom assessment environments
each. Classrocms studied included high achcol mathematics, acience:, language
arts and social studies contexte. After completing observations and
interviews with teachers and students, researchers revised the framework and
the researchers prepared a profile of each classroom assessment environment
they studied. Those Profiles are presented herein. Each explores the
teacher's reasons for assessment, the asseasment mathodology used, the factors
considered by the teacher in selecting those metheds, the quality of
assessments, the teacher's use of feedback, the teacher's perceptions of
studentas, and the effect of policy on classroom asscssment.

Based on a syntheais of profiles, generalizations are drawn about {(a) the
nature, role and quality of classroom assessment and {b) teacher and pPrincipal
assessment training needs.
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CHAPTER 1: RESEARCH OVERVIEW

In recent years, the Northwest Regional Educational Laboratory's Center
for Performance Assessment has been conducting an ongoing program of research
on the natures, role and quality of classroom assessment. The focal point of
this research is the assessment procedures teachers develop and use on a day
to day basis to measure the achievement and affective characteristics of
students. The research reported here represents the fifith study in this
reasarch program and the second dealing with the goal of developing the
instrumentation needed to profile the characteristics of teachers' classroom
assessment environments. The entire series of studies is reviewed below in
order to set the context for the investigation reported herein.

The rationale for this program of research is described in great depth and
detail elsewhere (Stiggins, 1985 and Stiggins, Conklin & Bridgeford, 1986) and
therefore is not recounted here. Suffice it to say that the measurement
regearch community has long neglected the study of classroom assessment in
favor of research on topics relevant to large-scale, standardized testing
programs. Conssquently, the assessment training offered to teachers has
consistently reflected naive perspectives regarding the task demands of the
classroom. The training has often been seen by teachers as irrelevant and
insensitive to their needs. As a result, such training often is not required
as part of either teacher or administrator professional preperation programs.
Therefore, teachers can spend as much as a gquarter to a third of their
instructional time involved in assessment activities which, by their own
admission, they are not trained to handle. Furthermore, these activities are
carried out in a context supervised by a principal who has no more assessment
training than the teacher.

The purpose of this research is to provide the depth of understanding
needed to plan relevant, useful classroom assessment training for teachers and
administrators. In short, the research is based on the proposition that
effective instruction is only possible if it is based on the sound assessment
of student characteristics. Sound assessment is only possible with high
quality teacher and administrator training in assessment. Sound training, in
turn, is only possible with a clear understanding of the task demands of
classroom assessment.

Overview of the Research Program

The first study in the sequence, conducted in 1982, was designed to
provide a very general picture of classroom assessment from the teacher's
point of view. Teachers' perceptions were gathered via small group
discussions structured around assessment issues. Study twe, completed in
1983, was intended to add detail to the picture. Using the results of study
one, researchers devised a protocol for one-on~one structured interviews of
over 100 teachers regarding their classroom assessment methods. The results
of study two provided sufficient focus to the research questions to permit the
development of the comprehensive questionnaire needed for a broad sampling of
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clagsroom assessment Practices. This instrument served as the basis for study
three, which probed the practices of a gtratified sample of teachers across
the nation and provided a high resolution portrait of clasgroom assessment:, as
described by the teachers who carry it out (stiggins & Bridgeford., 1985).

This sequence of three studies contribunted significantly to our
utderstanding of the assessment demands of the classroom. A3 a result: we
were able to devise new training materials that helped teachers meet sScme of
those demands. Examples include training guides on:

Clagsroom RPPlications of Writing Aggegsment (by Vicki Spandel., 1982,
published in 1984 by NWREL; reprinted in 1985},

Evaluating sStudents by Clagsroom Obgervation (by Richard stiggins, 1984,
published by NPA and revised for republication in 1986), and

Measur Thinking Skills in the o (by Richard stiggins,
Evelyn Rubel ¢ Edys Quellmalz, published in 1986 by NEA)

However, as productive as these three studies were, they shared one common
shortcoming which tended to copstrain the depth of understanding provided by
each. Essentially, they reported what teachers gaid they did in classroom
assessment. But we were unable to discern if discrepancies existed between
teacher self-reports and actual classroom Practices. The only viable research
strategy fov describing actual classroom assessment practices was the
observation of those practices ag they were carried out in the classrocm.
Therefore, survey research methods were replaced by ethnographic (participant
observer) methods for studies four and five.

In study four (stiggins, Conklin., Bridgeford & Brody, 1985), two data
collection mecthcds were used. In the first, three regearchers became teachers
aides in 6th grade classrooms. Using a very general get of gquiding issues,
they observed and recorded assgessment events as they unfolded, interacting ag
needed with teacher and students to understand how events were Perceived. 1In
addition, thirty-two teachers from a variety of grade levels were asked to
keep journals in which they described key assessment events over a l0-week
period. Results of the observation and journal analyses were sYnthesized to
produce the initial version of a profile of a classroom assessment
environment-~an instrument which would allow researchers to efficiently map
the key characteristica #f an environment. This profiling instrument served
as the basis of study five, which is the focus of this report.

Study Five Methodology

The goal of study five was to yge the profiling instrument (which was
devised at the junior high level) to map assessment environments at the high
school level in order to (a) eXPlore the efficiency and applicability of the
instrument in the new context and (b) discover itg sensitivity to differences
in assessment environments. We sought to evaluate and refine the profiling
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instrument pecause it has the potential of (a) providing teachers with precise
feedback on strengths and weaknesses in their assessment environments, and (b)
serving as a valuable research tool for the further investigation of
assessment environments across grade levels and subjects, In either cases
such instrumentation would provide a powerful microscope to use in planning
relevant teacher training in asgsessment.

Teachers Studied. & total of 8 high school teachers were studied, AlLlL
were recommended for the study by their principal and each agreed to
participate., Thus, in (ffect, all teachers w. "¢ volunteers, Of the total,
two teachers were chosen from four subject matter areas: maths, science.,
social studies and language arts, Each was a veteran teacher, teaching a

range of content in their field, from remedial or beginning courses to
advanced courses.

Profile Elements. Based on the results of study four, researchers
conducted study five case studies with the intent of profiling the assessment
environments according te the following framework.
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FACTORS INFLUENCING THE
CLASSROOM ASSESSMENT ENVIRONMENT

Factor

1. Teacher Character istics

A.

(1)
{ 2
{ 3)
( 4)
( S)
{ 6)
(7
( 8)
(9

B.

( 1)
(2)
( 3)
( 4)

C.

(1)

4188e

Knowledge of assessment methodology

Paper and pencil test develocpment
Paper and pencil test use
Performance assessment development
Performance assessment use

Oral questioning strategies

Test analysis strategies

Test score interpretations and use
Grading strategies

Assessing thinking akills

Classroom Exper ience

In district

In school

At grade level
With content

Personal Characteristices of Teacher

Perceived autonomy
in classroom

Expectations of professional gelf

Orientation to classroom structure
Definition of high quality
performance

Attention te exceptional student
Sense of student norms
Willingness to experiment with
class

Willingness to experiment with
student

Orientation to class
Expectations of working
relationships

Attributions of success/
failure of students

Orientation to punctuality
Definition of “on-task®

Relevant
Continuum

Well informed-
uninformed

Exper ienced~
inexperienced
(in years)

Servant of parents/
schoonls-indePendent
professional
Expect little-
eXpect & lot
Rigid-flexible
Right/wrong-range
of quality
Never-frequent
Clear-unclear

Mo risks~risk taker

WNo risks-risk taker

One on one~group
CooPeration-

competition
Student responsible~
teacher responsible

Demand it-unconcerned

Data
Collection

Test (oral
or written}
Self report
(discussion
or interview)

Observation of
assessments

Self report

Interview

Interview

Interview
Ohservation

Observation
Interview

Interview
Interview

Observation
Interview,

observation
Interview

Observation
Interview
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{1
(2
(3

{ 4)
( 5
{ 6)
(7

( 8)

{10)
{11)

{12)

(13)
{14)
{15)

{1l6)

1)
2)
3)
4)
5)
6)
7
8)
9}
10}

T R
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Factor

Teacher 's Perceptions of Current Class

Ability to learn
variation in ability
Rate of achievement

variation in rate
Willingness to learn
variation in willingness
Maturity

Study skills

Social skills

Willingness to perform
Gender differences

Feedback needs

Self~assessment skills
Student sense of what's fair
Reactions to testing

Parental expectations

Valued reasons for assessment

Diagnosing group needs
Diagnosing individual needs
S8izing students up in fall
Selecting for special services
Controlling students
Motivating students

Evaluating instruction

Communicating academic expectations
Coemunicating behavioral expectations
A8 test taking training for students

Relevant
Cont inuum

Low=high

Low=high,

Accelerating-
deceleration

High-low

Responsible-
irresponsible
Developed=undeve loped
Follow airections-
have difficulty with
same
Deve loped=undeveloped
Cooperative-disruptive
Complaint-resistant
Willing-reticent
Pagsive-aggqressive
Important=-unimportant
Related interactions?
Frequent=~infreguent
Individual-group
Verhbal-modela
Developed=undeve loped
Clear-unclear
Positive-negative
Anxious-tranquil
Clear=unclear
High-low

Impor tant-
unimportant

Data
Collection

Interview,
discussion

Observation

Interview with
anecdotes
from
observation




Relevant Data
P FPactor Cont inuum Collection

F. Valued Assessment Methods

( 1) Daily written assignments Useful-useless Interview
( 2) observation and judgment

( 3) Paper and pencil tests

{ 4) Assessments from text

( 5) Assessments from other teachers

{ 6) Oral recitation in class

{ 7) Standardized tests

( 8) Student peer assesament

( 9) Student aelf assessment

{

10) Group assessments

G, Valued Strategies for Communicating Expectations

{ 3) Supervisors

Social Perscnal traits?

(a) formality Formal-informal

(b) mode Written-oral

(c) frequency Never-continucusly

(d) form Grades=comments
Private-public

(e} focus Achievement?
Ability?

Social personal tra.ts?

¢ 10

( 1) Written, verbal Useful-useless Interview
. ( 2) Oral
( 3) via model or example
( 4) via assessments
H, Strategies for Providing Feedback to
Py ( 1) Students Obgervation
(a) formality Formal-informal
{(b) mode Written-oral
(c) frequency Never=-continuocusly
(d) form Grades-comments
Private=-public
(e} focus Achievement?
Ability?2
Social personal traits?
{ 2) Parents
{a) formality Formal-informal
(b) mode Written-oral
(c) frequency Never-continuocusly
(d) form Grades=conments
Private-public
(e) focus Achievement?
Ability?




Factor

2. Classroom Characteristics

A.
(1)
(2)

( 3)
)

C.

(1)
{ 2)
( 3)

Staffing and Organization

Teschers Present
Teacher aid

Parental assistance
Free Planning periods

Use of Space

Density of students (space/student)
Physical arrangement

Aggessment displays

{(a) records of achievement

{b) wmodels of good work

Neatness and order criteria
Strategies for noise control
during agsessment

{a) specific rules

(b} seating arraiugements

SupPport for Assessment
Regources such as library.
movies, etc.

Equipment such as size lab

Facilities such as computers
and overflow space

3. School and pistrict Policy.

A,

(1)
( 2}
( 3)
( 4)

(1)

4198e

Standardized Testing Policy

Sense of accountability for scores
Scores valued and used

Time committed to testing

Perceive impOrtance of

testing experience

Relevant
Cont inuum

Alone-team
Available?
Never-frequently
None=-many

Much-little
Describe it

Present?

Explicit~implicit
Present-absent
Rigorously applied?

Available?
Used?
Available?
Used?
Available?
Used?

Strong-weak
Useful-useless

(In hours)

Impor tant-unimpor tant

Policy Regardinrg Recordkeeping and Reporting

Frequency

Frequent-infrequent

Data
Collection

Observation

Obsexvation

Observation

Overt Policy-
gee Policy
manuals

Covert policy-
interview ad-
ministrators




®
Relevant
® Factor Cont inuum
{ 2) Content Achievement?
Ability?
Social personal traits?
{ 3) rorm standard-ind ividual
® Grades=-comments
{ 4) Target of reports Students?
Parents?
Supervisors?
C. Policy Regarding Homawork
. { 1) Frequency Intervals or
frequency specified?
{ 2) Form of homework required Written only?
( 3) Grading policy % cutoffs?
{ 4 Time appropriation Specified?
® { 5) Reliance on text assignments Reguired?
D. Policy Regarding Grouping for Special Services
(L.D., Gifted, Chapter 1, etc.)
{ 1) Data requirements Clear-unclear
® { 2) Classroom data allowed Grades~comments
{ 3) Criteria for selection Clear-unclear
E. Valued Diastrict Uses of Test Data
( 1) To establish teacher accountability Inportant-unimportant
2) To compare schoolsr classes; etc.
* ( 3) To show achievement trends
4. Characteristics of Texts and Materials
A. DBAssessments Provided in Texts
P {may vary with subject)

{ 1) piscussion guestions for class
recitation

{ 2) Hamework assignments in text

{ 3) Workbook study sheets

® { 4) Assessment guidelines in

teacher 's guide

( 5) Paper and pencil tests

{ 6) Performance assessments

Present-absence

Data
Collection

Examine tests
& associated
materials




B.

(1)

{2

(3)

Ce

Factor

Quality of Assessments Offered

validity
{a} match content of text

(b} match cognirive levels of
text and recitation

(c) sample representatively?
Reliability

{(a) length

(b) methods

(c) item construction

{d) scoring guidelines

Ease of use

Nontext Materials Used in Assessment?

Character istics of School Subject

A.

(1)
(2)
{3
( 4)
( 5)

B.

)
.

1}
2)
3)
4)
5)
6)
7
8)
9)
(10
(11)

., S S

Relevant Data
Continuum Collection

Miss=match

Appropriate=inappropriate
Objective-subjective
Clear-unclear
Absent-detailed

Convenient-inconvenient

(describe them)

Perceived Importarce of Subject as Seen by

(will vary by subject)

Students
Parents
Teachers
School
District

Other Indicators of Importance
{by subject)

Relationship of Content to Assessment
Options (by subject)

Written assignments

Teacher cbseryation and judgment
Clasarcom paper amd pencil tests
Assessments from texts
Agsessments from other teachers
Oral recitation

Self assessments

Peer assgessments

Standardized tests

Group asgessment

Application of rules of

evidence

Inpor tant-unimpor tant Intervie%

Time allotted Examine
Required-optional records
Examine
content

Amenable to content-
not amenable

Punctual coupletion-
quality

Right/wrong-degrees
of quality




Relevant
Factor Cont inuum

6. Characteristics of Assessments

A.

(1
(2)
( 3
( 4)
()
( 6)
("
( 8)
(9
(

D.

( 1)
{ 2)
(3
( 4)
{ 5)
( 6)
(7
( 8)

51880

RN

Assessment Purposes Demonstrated
(may vary with subject)

Diagnosing group needs Never used-
Diagnosing individual needs frequently used
Sizing students up in fall

Selecting for special services

Controlling students

Motivating students

Evaluating instruction

Communicating academic expectations

Communicating behavioral expectations

As test taking training for students

Assessment Practices Used
(may vary with subject)

Daily written assignments Never used-
Observation and Judgment frequently used
Paper and pencil tests

Agsegsments from text

Aggegsments from other teachers

Oral recitation in class

Standardized tests
Student peer assessment

Student self agsesament
Group assessments

Categories of Thinking skills Addressed

Levels defined Fo=-clearly
lLevels in assessment match Miss=-match
instruction

Describe levals used

Criteria Used by Teacher in Selecting Method

Fit of results to purpose Important-unimportant
Match to material taught Evaluated how?

Ease of development (easy access)

Ease of scoring

Oorigin of test

Time required to administer
Degree of objectivity
Test security

" 10 14

Data
Collection

Observation

Observation

Observation

Interview




Relevant Data
® factor Cont inuum Collection
E. Quality of Assessments Examine
assessments
( 1) validicy
Py (a) match to content Miss=-match
(b} match to cognitive levels
(c) representative sample?
{ 2) Reliability
{(a) length Appropr iate-inappropriate
{b) methods Objective-subjective
{c) item construction Clear-unclear
® {d) scoring procedures Appropriate-inappropriate

Data Collection. All participating teachers were observed extensively in the
o classroom context by one of four researchers. The frequency and length of
observation varied, depending on the researchers level of understanding of
assessment procedures. Each teacher was interviewed, often on several occasions. 28
were ptudents. Purther, each teacher provided records and documentation of
assessment and grading practices. In each case: principals were asked to provide
decumentation regarding assessment and grading policy.
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CHAPTER 2: REVISION OF THE PROFILE

At the completion of the high school observations, the researchers agreed
that the profile of classroom assessment environment elements generated from
study four cases was inadequate and needed major revision. For that reason,
the regearch team initiated a major reevaluation and development of the
profile inatrument. The result was a refined and much clearer set of Profile
elements, each of which was accompanied by a concige definition and get of
scales upon which to describe a particular classroom, Each scale wag defined
in terms of key Questions to be answered on the bagis of assesament,
observation or interview to carry out the rating. The reviged profile ig
presented in the shart that follows.

4188e 12 1 6




Faoior Identificetion
1. ASSEESHMENT PURFOSES

A. Diamgnosing imdividusl nsads
of studants

£T

B, Dignosing group peeds

ERIC

BRI A i Tox: Provided by ERIC

CLASSROOM ASSESSMENT SHYIROMMENT PROPILE

Definition of Factor

Description of the various rols of
ssassamant in the ¢lasssroos.

Identifying student streMiths
o wasknasses

Detectind common instructionsl
needs ACLOEN & group of students

Ksy Quesiions tO hnawer

How well incormed is the teacher
about gach pucpose?

How calevant is that purposs for
the context?

Does the teacher see that uvee of
ssesemmants a8 valuabls to thes?

Does the tsacher in fsct use
sssesmments in thet vay?

1ntormed:

Is the taacher swars of individual
aifescances?

Can the taacher mpiciiy ways to
diagnoea?

Bas the taachar devaloped phe tools
to dimnose?

Relavant:

Is the matecisl amshable to
individial isation?

Doss the student losd realisticaliy
sllow individuslization?

Usatula

Is this use of ssssssment paroeived
by the tsacher as valuabls
and useful?

Unads
Is st lassst soms ingtruction
imdividualised?

Informed:

Can the taacher Wacify ways to
dstect group needa?

Can the taachar specify ways to
susmacize Yroup ssssssment resulta?

Relevantt

18 growp diagnosis ypeful in this contaxt?

Usatul:

Dows the taacher valus this strat®9y?

Unadi
Is there svidence Of such diagnoeis?

Heasuregent Method

Oral asgessment

Regoarcher judgment based on
obssrvation and intecview
Self report by LesCher

Obasecvation of classtoom
Intarview
Oral assessment

Qbgervetion, intetview

Qbearvation: intecview

Observation, interview

Interview

Obzecvation

Orsl aspegawent

Qbsetvation, intery iey

Intecview

Obsecvation

i8

T

A

.




vT

ERIC

B A 7 Provided by ERIC
W

Factor Jdentification
C. 2Aissigning gtades

D. GroWwing for jnstruction
within claas

E. Identif¥ing students for
specisl servicea

®
®
O.
X
e

Definition of Factor

Detecrmining letier grades for
£5poLt cacds a8 fesdback to
students and patants

Sobdividing a glase into smaller
instructional groups on ssassment
rasults

galection for placement into
advancad Of remedlal Programs

Xav Questions to Answer

Informed:

fias the teacher conmjdeced
sliernative ingredianta?

Does the tsacher havs a sound
philoscphy shout ingredisnts
snd their weighting?

avant:
Acre gradea taquired in this contaxt?

vasfuls
Doss the rpacher tagacrd grades as

8 valuablas use of assansment rasultas?

Ussds
Does the taacher saniSn grades?

Informed:

Doas the taacher have #pecific
teasons for grouplng?

Doss the taacher have spazific
methoda of grouping?

Can the tsacher specify s strategy
for using assessmsnt results in
grouping proosss«{with rationalsl?

Relavant:
Doss grouping maks sense in this context?

Usaful:

Doss the teacher valus adnessment
rasults in grouping?

Usad:

Does the taacher sctuslly Qroup pased
on casulta?

Informed:

Doea the tescher know sslection polley?

Can the teacher have Specific strateglsa
for using ssseeument in this context?

RElavant:
Doss the taachar PilaY¥ a role in
aslaction?

Ussful:
Doss the taacher See this as &

valugbls vas of asseasment?

Used:
Doss the tsacher selact based OO resulte?

Measucement Mathod

Oral assegsment

Interview

Policy analYals

Interview

Obaecrvation

Intecview
Oral agseasment

Oral assesament

Observation, intecview

Intecview

Obeacvation

Ocal assesspent
Oral asseacment

Pollicy anal¥sis

Intecview

Ohsetvation

20
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Zactor Identificarion

Controlling and motivating
students

Rvalusting Linstriuction

Comunicating achievement
xpectations

Befinition of Fyctor

Using ssesssment or the prospect of
(T st to studants to
babhave in & spacific way; such as
usiDy sesessment for punishasnt

Docuasnting the success or feilure
of 8 perticulax instructional
trastmant

Informing students of che nature

of the contsnt and skills they acs
to lestn

Key Qusstions to Ansver

Lafomed:

Can the raacher spacify cessons for
waing ssesssment this way?

Can the teachar spacify stretegliss
for doing so?

Ralsvent:
Doss it maks scnae to uUsSe sssessment

a8 8 coptrol sechanism?

Uneguls
Doss; the raacher velus this ves
of ssesssmant?

Used:
Doas the teacher uss assessment Lo
control &nd motivete?

Informed:

Doed the taacher know how O svaluate?

Does the tascher hava spe-ific
avalustion strate9iss.

Relavant:

Does it maks ssnas tC gvalusta this
instruction?

Usstul:
Doss the tsacher feal svalustion is
important?

Usedy

Is thers gvidance that evalusticos
srs conducted?

Informed:
Can the tsachar sits slternative
strste9ies for communicating

sxpectations in gensral? vis sscesamant?

Relavanta
18 it {aPOrrant to inform students of
axpectations in this contaxt?

Unetult
Doss tha taacher 8ee sssessment 28 8
valuabls wehicle for such comsunication?

Usads
Doss the teachar use this vehicla?

2t
s a{‘,’;"

Mgasurement Method

Oral assesament

Oral ageesement
Observation, interview
Interview

Observation

oral asgessment
Gral assessment

Observation, interview
Intecyiew

Obgervation

Oral aszesement

ubservation, interview

Interview

Obeervation

22




factor jdentification

1. Communicating affactive of
behavioral axpectations

J. Providing test taking
expacience

o1

K+ Relative importence of
purpoaes

- 23
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Pefinition of Pactor

Inforaing students of the nature of
the sttitudes, values, prefscsnce,
ond behavioral patternas that are
actaptable

Familiscising students with item
types and test conditions to
prepacrs them for futurs tedts

Detecnining the relstive importance
of these purposss to the taschar

Key Questions to Answer

Informeds

Dows the teacher undaratand how thias
sight be done in generel? vis
ssseasment?

Relevant

s it importsnt to communicate such
sxpectations in this context?
vis sssesanent?

Uesful:
Doss the tsacher valus this use of
sssasgmant?

Used:
Doss the tescher use ssssssment in
this way? .

Infogwed:

Dogs the teacher undarstand the
possihle beneflcs of this;

Does the tsacher know whst sxpetiences
sight be helpful?

Relavant:
Ie tast-taking ekfill likely to as
important in this context?

Usaful:
Doas the tsacher valus this use
of sesesemant?

Usgd:
Does the teacher use sasgssment
in this way?

Given 100 pointa to dlstrihuta
aCroes thisa 10 purposss, how would
you distrihuta them to show the
relative impartence of the verious
dacisions listed? The mozs peints
you sssign to » purposs the mofe
important it is to you.

Measurement Method

Oral assessment

Interview, cbeetvation

Interview

Oral assesement

Oral aceesement

Obaarvations interview

Interview

Obgervation

{1} Guestiocnnaire
(2) Resesrcher's Obesrvation

]
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Ractor jaentiffcatjon

11, ASHEEOMINT METHODOLOCY
Ae Aapaetament Of schievemtnt
1. Teactsr-developed papsr ud
pancil csats and qulsses

2. Text~embedded paper asnd panrcil
tasts and quiszes

3. Performsance unauent‘n

29

el ﬂ

Definition of Factor

Hultipla~cholow, true/false,
satching, £ill-in snd sassy casts
deaigned and wricesn by the tsachar

sultiple-chioice, trus/felss,
satching, f£1ll-in and *&3RY tasts
provided by che text Pib)isher

Heasursmett Vis obeervetion of
student products gng behsviors and
svaluation vis profsssional jwdgmant

Ksy Questions to Answer

Inforgeds
Has the cascher been trasined in
tast developmant?

Dosas the rsacher develop vest blueprintas?

Can the tascher jdentity crsits of
sound test Ltema?

How doss the tsacher Jatstmins tast
qualivy?

Relavent s
Can satarisl taught be tsasted vis
this wethoaz

Ungfuls
8 the taacher think this method
is usetul?

Uasgt
Doss the tsachaz in fact use this method?

1nformed:
Doss the taxt offer ssssasments &nd
18 the teacher avars of chem?

Hen the caacher evalustad the Ssssssmente?

Accordicg to what criteris?

Relevants
Can matarisl taught bs tasted vis
this mathod?

Uaafuls
Doss the tsacher think this mechod
is useful?

Useds

Doss the tasoher in fact uae this method?

Informads
AIs axercisss clast and reprasentative?

AzS creits to D6 wessuzed ad pazforsance

critaris clasrly stated?
Ats scoring prooedures spelled cue?

How does the tesoher detarmins PA quality?

Relavents
Can materisl taught bs tasted vis
thia wethod?

feafuls
Doss the teacher think this method
is uvssful?

Used;

Does the taacher in £8ct use this method?

Meagursment Mathod

Interview

Oheervation
Oral agaessment

Oral assesement

Obssrvation

Interview

Obheservation
Observations intarview
1nterview

Ol agseasment

Obaervation

Interview

Observation
Observation

Interview, Gbeervation
lntarview

Ozal sosessment

Observation

Interview

Observation

W
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Facts. Identification
Oral guestionning stratagies

Stendacrdizeda tasts

Group assessment methods

Definitjon of Pactor

Guasstiona sakad by the reacher
ouring instruction

School: district, stete~wide or
Program ralated assessments based
on large—scels sdministration of
published tasts

Assassmants in ywhich students work
togather for & grovp grade or an
individual grade

Kay Questions to Answer

nformea:

Acs all students possibls caspondents?
Does the teacher wait ior & casponse?
1ls susteining faedback given?

Doss the tascher keep writtsn cecocds?

Relevant:
Can matarisl teught bs tasted via
this method?

Ussful:
Doss the rsacher think this method
is uaetul?

Used?
Doas the eacher In fact use this method?

Inforasd:

Dovs the tescher undsrstend diffarences
MRGDG teats?

Can the taacher interprst test scoras
accucetely?

How doss the taachei: determine the
quality of sach testa? .

Has the teacher been trainea in
standardized test use?

Relayant:
Can material teught be tasted vis
this method?

Ussfyls
Doss the tesacher think this method
is ussful?

Used:
Does the taacher in fact use this mathod?

1lntormed:

1s the tee her awvara of potentisl
problems yi h a lack of indepsndence?

Dosa the tsacher hava stra'tgiss for
svolding thoss problems?

Relavent:
Can matgrisl taught be tasted vis
this method?

Ussful:
Pboss the teacher think this method

is ysetul?

Useds
poss the taacher in fact use this mathod?

Hassurement Hethod

Observation
Obee cvation

Cbservetion {eee part

Obaecvation

Obaetvation

Interview

Obascvation

orsl acgessment

Orsl assessment

lnterview

interviev

Ubgatvation

1ntetview

Obsarvation

Orsl assessment

Orsl sssessment

Ohgervation

1ntecview

Obsetvation

NS
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Aruitoxt provided by Eic:

Factor Ide-tificetion

opinions of cthet teachers

Asnasument of reasoning skills
(Gee #11 balow}

Requlat homewotk sesignmancs

Definjrjon of Factor

Positive or negative feslings about
8 student's acbhlasversnt s’ Pressed
by collsasgucs werbally or in
weitten records.

naasuring studsnt's thinking skills
througb the application of Bloom's
taxoncmy or scms fquivalant
structurs

Perlodic sssignments designed to
provids prectice and yisld
information on studant petformaAnce

Xa¥ Uysetiond to Ansuep Heagucament Metbod
Informed:
Is the tsacher sviritive O fssuas Otal assessment

of biss?
How does the teacher svaluate the
gquality of guch information?

Relovant:
Can materisl taught bs tasted vis
this method?

Ussfyl:
Doed the tascher think this method
is usaful?

Usad:
Does the tsachat in Zact use this method?

I nformad:

Does the taschsr bava & tazonomy to
use regulacly and coosietently?

Can the tsacher ssk questiona at
diffscent laveles?

Relayant:
Can mtsurisl taught ba tasted vis

this method?

Usefyl:
Dosd the tsscher think this method
in usatul?

Uesdi
Doed the rgacher in £act use this method?

informed:

How dogs the tascher evaluats the
quality of sssigimant-genecsted dpta?

Do assignments have @ Claar set of
axpectativne?

Relevant:
Can sate sl taught ba tasted vis
this method?

ussful
Does the teacher think this method
is usetul?

Useds
Doss the teacher In £act ves this method?

Interview

Observation

Interview

Ubaecrvation

Intecv lew

Ural assessaent

Obsscvation

Intecy lew

Obsetvation

lnterview

Interview

Obgervation

Interview

Observation

3
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Factor Jaentificacion
10. Student peer ratligs

11l. Btudent 92lf ratings

12. Relstive lsportence of
asthods

13. Cognitive levels of
sngeRamante

Definition of Fsceor

Students rate sach others
performance

Studeants aveluste their own
parformancs

Datermining the rslative Importence
thess § axsesament methods scross
all purpoxas

Deteraining the lavala of cognitive

opecration tapped by dlffarent kinda
of classroom SSEBESMANLS

ey Questions to Ansver

Inforseds

Doss the teacher know strategiss for
doing this?

Is the teacher avare of the copditions
that maks it valid and relisbla?

Cen the teachar specify instructional
benstits of this uss of ssaesamant?,

Relevant;: )
Can materisl taught ha tested vis
this method?

Dssfyl:
Doss the teacher think this method
in aseful?

Useds
Doss the teacher in fact uss this method?

Juforwed:

Doss the taachar know atrategiss for
dolng this?

1s the taacher aware of the conditions
that make it valid and rsliabla?

Can the teacher mpecify instructional
bensfits of this wis of ssseasment?

Relevant:
Can materisl taught ha tasted vias
this method?

Useful:
Doss the teacher think this method
is useful?

Useds
Doss the tsacher in fsct use this wathod?

Given 100 points to distributs agross
thess 9 ssasssment methods, how would
¥you distribute thea to show tiw celative
isportance of sach to you? Asxsign more
points to those methods that sce wore
{mportant to you.

How do tast study questions and
sssigrments distribute thessslves
scross levels?

How do orel Questions in glase
distribute themselvas?

How do quastions on test and Quizies
distributs thesselvaas?

Measuregent Method

Ubse atlon

Interview

Observation

Ubservation

Interview

Obesrv ation

Questionnalre
Obeervetion

Observation

Ohservation

32




Factor Identificstion

14. Btrategies for intagrating
ssngasment ond Instruction

Detinition of Factor

Using inseructional methods thet
raly On gpasssment 88 & taaching
tool, such ss uss of paer wditing
procedurss to teach writing or uss
of practice tasts to prepsre for

¥ey Questions to Angwer

Informeds
Can the taacher spaclfy such strate9iss?
Goes the teacher koW advantédea

snd limitetiona of aach?

Measurement Method

Interview
QOral asgesgment

resl ones. Sged:
Does the taacher use these strategles?
15, Desling with chesting Strateglies for miniwmizing cheatim Inforged:
and dssling with it when it occurs. Can the teacher Cits speoific weys Interview
to minimiss 1t?
Can the reacher cite speoific actions Interview
to desl with 1t?
Useas
Ooas the tsacher USE these Strateglas?
Bs  Aagessment of affect Kassur i thoss sffective and Doss the teacher have 8 clear sensa of Interview
socisl characteristics of students trait{s) to bs messured?
that play & zols in classroca
decision meking
1. Observing individual students Inferring effective traits from the Infommed:
obasrvation of the hehawlor of Ooas the teacher use clear pacformance Interview
individual students criteris?
Ooas the tsacher samPle bahaviocr Ohaervation
represantatively?
Does the teacher know the Picfslls to Oral aseesspent
N sound date (8.9., doss the taacher
o kasp written records)?
Relavants
Can the traitis) to ba messured he Obgervation
wmeasuced vis this sethod?
Usetul:
Ooes the teacher redtrd this method Interview
a8 ussful?
Used:
Does the taacher in fact sssess this way? oOhsetvation
Q
ERIC 34
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Factor_ldentification Definition of Factor

2, Observing growp intersctions Infarcing atfectiva tesits from
observation of the socisl and
academic interactions among
students and batwesh student and
teacher

3, Using quasticansires Paper and pancil instrumsnts used
to gather affective date

A4

-

4. Ustng interviews Formsl and fnformal ons on one orsl
exchangss of information betwesn
teacher and studantis) to gather
atfective dats

: 35
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Key Questiona to Answer
Informed:

Doss the teacher use clsar pacfommance
criteria?

Doss the teacher sasple hehavio:
cepresantetively?

Doss the teacher know the pitfslls to
sound date {s.g., does the tescher
keep written rscords)?

Relevant:
Cap the traltis) to he measured be
waasured vis this mathod?

Ussetyl:
Doss the teacher tegard this method
a8 useful?

Uned:
Doss the tescher in fact asewss this way?

I nformed:

Does the teacher know the heaic
ingrediants of guestiocnnaire design?

Doss the tsacher know sdvancages and
linitations of guastionneires?

Ralevant:
Can the traitis) to be measured he
messurad vis this merhod?

Ussfuls
Does the tsacher re9atd this method
s usstul?

Usadt
Doss the tescher In fact sssess this way?

Informedt

Doss the teacher know the keys to
offective interviwwing?

Doss the taacher know the sdvantages
and limitations of interviews?

Kelsvant:
Can the trait{s) to ha maspurea hs

seasuted via this method?

Usaful:

Doss the taacher radhcd this method
a8 useful?

Used:
Doss the teachat in £800 asgessn this way?

#asaucement Mothod
Interview
Obaervation

orel spaessment

Cbaervation

Intarview

Cbservation

Oral sssesament

Qral assesament

Obsarvation

Interview

Observation

Ocal ascessment

Otal assesament

Observation

Interview

Obsetvation

36
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7+ Opinions of pacents
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Tactor Idenvification
5. Opinions of other teachets

6. Opinicns of other students

Definition of Factor

Comments about student affect
obtained from colladues vatrbally
ot vis past siudsnt tecords.

Commanis sbout gtudent affact
obtained from other Students

Comsants about atudent affect
obtained £rom the student's parant
ot guacdlan

1nformad:
Dogs the teacher know the sdvantages
and limitaticons of apinions of otheras?

Ralavant:
Can the trsitis} to be measured be

nessuted via thia mathod?

Usstuls
Does the taacher regard this method
a8 useful?

Usadi
Does the tsacher in Zact sssess this we¥?

1nforned:
Doss the teachar know the sdvantages
snd limitations of opinions of cthers?

Relavant:
Can the trsitis) to be measuced be
measured vis thia mathod?

ysstul:
Doss the tascher cagecd this method

a8 usatul?

Usgd:
Does the raacher In fact assess this way?

1nformed:
Does the tsacher know the advantagss
and limitations of gpiniona of othecae?

Relpvahts
Can the treitis) to be messured be
weasuted vis this method?

Usetuls
Does the taacher ragacd this method
a8 veoful?

Usgda
Doss the vepcher in fact Sseess this way?

Measurement Method

Orel assesament

Observation

Intarview

Obsecvation

0ral asaessment

Obsecvation

lnterview

Obsecvation

Ocal assossment

Ohsarvation

Intecview

Obsetvation




actor Identification pefinition of Pactor Zoy Questjona to Anewar Heagurement Method
8. Past student records Draw infsrspces Tegerding affective Iaformeds
chacactecistice from informstion Does the taacher know what infommation
obteined in the studant's is contained there?
cumuletive record
Relsvants
Can the tralt{s) to be measuced be Obgervation
asseused via this sethod? .
{uefyls :
Doss the teacher ra@erd this msethod INtoLview ,
a8 usstul? !
Unedy
Does the tsacher im fact gapess this way? Obaervation
9. atfsctive traits seasured Datermining studant traits ceacher List traite seasured Intecview: cbesrvation
medsures via abovs sethods
10. constelistion of affective Datermining caletive importence of Glven 100 pointe to distribute across Questionnaite
sesesament mathods thess 7 asssiament methodr thess 7 sesessmapt metbhods, how would

you distribute them o show the
reletive importance of sach to you?
Asslgn more points to those most important

to Yﬁu.
C. assessmsnt of ability
1. Heaning of ability for tescher Operstional dsfinition Of the Is #n abjlity fsctor IpOctant for Intecview
ability construct in the view of the teacher?
the tescher Doss the tescher sssess aAbility? Interview
X} shet ingredients does the teacher Interview
kN include?
How doas tha tescher messurs ingtedients? Tnterview
1. Impact of shilit¥ ssssssment Classcoom decisions influsnced by What decisions sre influenced? Observations interview
rasults of ability sssessment ¥What rola doss the sssesmment pisy intecview

in the decisionis)?

D. Text assessmants Contributions of pext=eabedded OF What ssssasmnt components sre Obasrvation
taxt accompanying matsrisls thet sveilable from the text?
contribute to the ssgessmant Which of the components ATs umed? Cbaervation
anviroomant

39 40
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Faclor Idaptificacion

CRITERIA UBED IN SELMCYING
ASEZEBSMENT WET OO

irl.

A, wesules fic purpose

B. Mathod matchas intanded QUECORES

C. Esnc of development

6, eame of acoring

41

Definicion of ¥Pactor

Factors considered by the teacher
in devising ssseesment Plans

Rasults of aesessmant promise to
fit teacher's informstion nesds

Hatch hatwaen the ssssusment formac
and the student characteristic
madaured

Amount of tims, sffore and
tachnical skill reguired to use
asasasment method

Amount of cime, sffort and
technical skill required to scors
ssasasaent

Key Questions to Angwer

wWhat fadtors 8E8 considered?

Intormeds

Can the teacher diffarantiate
information nesds of various Purposes?

Con the tescher diffarsnciate
assesiments weekly to meat Jlffsrent
information nasda?

Isportant:
Does the teacher ra9ard this critscion
a8 importent in sclecting?

Useds -
Does the tsacher conaider this factor?

Informed:

Can the tsachar diffsvential assscanent
formats thae wilil reflect dlffszent
outcones?

Isportant:
Doss the csacher re9are this critsrion
ss impoytent in stlecting?

Useds
Doss the taacher consider this factor?

Informed:
Can the taacher d1ffacantlate asgasonent
methods in terma of sfficlency?

Impoctant:
Doets the ceacher ra9erd this cricsrion
ss isportant in selecting?

Usede
Doss the tsacher consider this factor?

Informeds
Can the teacher diffacancisty asasenament
mothods in terme of scoring efficiancy?

Important:
Doss the tescher redecd this coiterion
s isportent in ealecelng?

Useds
Boes the tsacher consider this factor?

Measucement_Method

Oral acseasment

Oral agsessment

Interview

Interview

Oral asseshmeat

Intsxview

Ineacview

Ora) sseesEmeNC

Intacview

Intecview

Otal ansessment

Intetview

Interview

42




Factor Jdentification

k. Origin of sssesament

F, Tias tequited to sdminister

G. Degres of objectivity

X
)]
H, Applicability to wassuring
higher ovdsr thinking skills
O
.ERIC

Definition of F ctor

Person ociginally rasponsible for
dsveloping the sssssament
instroment and/or Proceducss

Tasting units adwinisterea pPef unit
of time

Amount of tesache: iudguant thet
yoed {nto the scoring procwio

Extent to whick ssssasmant Can secwe

to sessute mote than cacall of
nowledge

Key Guestions to Answer

Informed:
Can the taacher differantiste quality
factors based on developer?

Xmportant:
Doas the teacher raQérd this critarion
as important in selecting?

Useds
Doas the tsacher consider this factor?

1nformeds
Can the teacher diffarentisre between

sasessaint formats bassd on sfficlency

of item sdminietcation?

rEant:

Doas the teacher cagard thie criterion
as fmportant in salecting?

Usads
Doss the teacher conelder this factor?

Laformed:
Can the teacher dlfferantiste test
formats in terss of objectivity?

Important:
Doss the teacher ragard this criterion
a8 fmportent in selecting?

Usad:
Doas the taacher copsider this factor?

Lnfommed:

Can the teacher differantiste methods
in terms of sdeptabllity to higher
opdsr thinking?

1spoctant:
Does the teacher ragard this criterion
a8 important in selecting?

Usedt
Does the teachsr conslder this Eactor?

Heasurement Method

Ora) assesament
ntecview
Intecyview

Orsl assestment 1
Intecrview

Intetvicw

Oral assesoment
Intecy lew
Intecview
Oral assesament
Intecview

Intecvlew

44
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Factor 3

T. Effective control of cheating

,/’#F“tk
J. Ralative importence of criteria

Ve (WALITY OF ASCRSSMENTS

A Faper apd pencil assessasnts

B, Performance Assasamints

45

Definition of Factor

Contribution of method to test
sscurity satd/or study copying

Relative smphagis glven to critecis
1l to 9 abova

Attributes of asssssmdnts that
contribute to their dspendability
and efficiency

Teacher~developed Or text~smbedded
multiple-choloes trua/fals,
matobing, 2ill~in and/or sesay tasts

Asssssmant based o obssrvaticn and
profassionsl judgment

Key Susstiong to Angwer

Intogmed:
Can taacher differantiste mathods 1in
terne of suscaptibility to chesting?

Inpoctant s
poss the taacher reSard thise criteriom
a8 important in sslecting?

Useds
Dots the tescher considsr this factor?

Given 100 points to distcibute across
thess 5 cricecria, bhow would you distcibute
them t> show the calative isportance of
thess criceris 1o sslecting your classroom
assessnants? Amsigh mors points to thoge

® B
’ .'/fﬁ
w

Orsl agsensment

lntecview

1ntecview

UQuestionnalre

criteria given moce welght in your sslaction

Are those sttributss accovnted for that maximize
the raliability and validity of sssesamenta?

What percent of these assedsments have the
following cheracteristics

Cascription of test specificstions
Content ocovarags matching instruction
Cognitive lavels matohing instruction
Maxisum ltsas per unit of tise

Item formst matohes intanded cutcome
Ttema olssrly writtan

Items sampls domain

Gooring procedurss planned

Gooring criceris for sssay items
Clear directions

Yuslicy reproduction

Gchedulad to minimixs distractions

what percent of these asssssaants have the
foliowing cheractariatics:

Treit defined with levels of proficiency
Matches intended cutcomes of instruction
Mininizes time cagulred to sssasss

Clast parformancs criteria

Students aware of criteria

Uuality sxercisss

Exarcisss sampls domain

Rating provedurss planned

Rasults match information nesds

Intecview
Bxamine teats
Examins tasts
Exanine tests
intacview
Examnins tasts
Examine tests
Intacyliew
Interview
Examins tests
Examine toota
lntecview

1ntecview

Intecview

Intecview

Written documentation
Intecviaw

Exanine exerclses
Intecview

Intecview

Intecview
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Befinftion of Pactor

Uusstions ssked by tsacher urimg
instruction

Mature anct Wality of oral,
nonvarbal and wrltten feedback
given to atudents by tescher

Spacific festucss of this form of
fesdback

Bpacific tasturce of this form for
fasdback

Xey (uestiong to Answer

What percent have thess chacactscisticas

All students potantial respondents
Teacher waits for & cesponss
Questions match cognitive levals
of objectives

Sypportive feadback 9iven

Written records kept

what are the most salisnt festurss of
that fesdback?

What Dercent of this kind of feedback
is givwn to students who sce:

Strofg V8 weak?
Corract V8 incorcact?
Hale Va8 female?

what psroent of this kind of fesdback
has the £3llowing chacactecisticas

Orsl y¥ nonvacbal?

Public v& privats

Palr vz untsiz?

Focussd on schievement va sffactive?
Germaie Ve icralevent?

Imnedists v dalayed?

Positive ¥i negatiw?

Delivered in clans va out of clasa?

What percent is glven to students who s

Strong Ve weak? ;
Corpect ¥8 InooLiect?
Mais ¥§ fomals?

wWhat pecoant of feedback is:

Comment V& Wabol?

Fositive va n®Sstiw?

Falr va unteic?

Germans V3 irccslavant?

Focused on achisvement va sffect?

Does the tescher uss samplas of
pacformance #8 basis for feedback?

Does the tsachar displsy achisvement
records for public view?

Heasurement Mathod

Opservation
ObawCcvation
ohservation

Ooesarvation
Intecview

All festures determined via
obeecvation and profiling of
faedback events
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&, Teacher's backgcound
1. Teaching exparience

1. Sources of asssssment knowlsdge

B, Toachar's timu expsmditures
Teaching time

2, Asssesment time
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Definiticn of Pactor

Yeare of exparience yith var ious
facets of instruction

Contribution of vericus sourcer to
the teacher's knowledge of
assessmint wthodoingy

Mannet ip which tsacher spands

instructional tims

Hannet in which teacher vess
ansesomnt time

Key Questions to Answver

How many yeArs of sxperience 40 you haves

in the teaching fiela?

at your curcent 9rade lawel?
in your cucrcent school?
with content?

Glven 100 points ¢o distributs acrcoss

the slternative soucces of knowlcdge

about asssssmant, how would you distribute
thoss points to show the relative
contribution of aach to your underatanding?
Aseign more points to those that made latger
contributions.

Preservice and greduats teacher training
lrascvics training prograne

Ideas and suggestions Of colleagues
Resdimges from professional literavure
Guldebooks accompanying texta

Own Classzoom sXpecishos

Other (specify )

What peccent of the teacher's time
is spent:

planning?

tasching one on one?

tasohing grovpa?

assese ing?

other {(specify )

What Percent Of asssssment tims 1e
Pt

Ravieving and eslecting assessments?
Develaping own asssssmants?
Mnuinistaring assesamnite?

§ooring seasssment a?

Reoording rasults?

Providing feedback?

Evaluating assesssent quality?

Mpasutement Mpthod

Intecview

Uuestlonnaice

Obsctvation

Obgecvation
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Eyctor Identificstion Definition of Factot Key Questions to Answet Hessurament Metbod \;
C. Teacher characteristics Chacactacistics that the teacher How can the teachar be profiled
brings to the classtoam sesessment in teme ofs
soviconment
Role iR the clasgroom? Intarview
Leval of Profsssional sxpectations? Interview
Needs for structure in the classroom? Interview, pheervation
Dafinition of high and low qual ity
wark? Intarview
kztent of starsotyping studencs? Observation
Attantion o sxceptional students? Obsecvation
Sense of performance Horma? Intecview
Tendency to taks cisks in instruction? Intarview
Orientation to Oheating? Intecview
Ancunt of chasting? Cbsarvetion, intarview studants
Importance of promptness? Obss cvation
Orientstion to intsrpersonal Obsarvation
snvl conment?
Cocparstive va competitive
Attribution of reason for student
lsscning? Intacy iew
Rasis for drading? Obsecvation
Interpretation of gasesssent
asults? Obszcvation
NGIR ve oriterion raferenced
VIII. 9TEMUER'S PERCERVIION OF BTUDENTS
A, Abllity eo lssrn (Defined by tsacher: Ses section Is ability high or low? Intecview
o 11-C-1} How auch varistion in ability¥ is there? Intarview
Coess the teacher sccomodate veristion? Obse rvation
B. Willimness o iesrn Sariousnsss of purposs in achool Is willingneas high or low? 1nterview
How much varixtion in ability is thece? Intacview
Ooes the tascher accommodete veristion? Observetion
C. Rats of schievement Amount oFf materisl laszned per unit Is achievemant cate high or low? Intacview
of time Is rate incrassing or decraasing? Interview
How musoh variation in sbility is there? Intecview
Ooes the tescher accommodsts veriastion? Observation
D. Maturity Extant © whioh studsncs take Are they cesponsibls or irce®ponsible? Intacview
peceonal rasponaibility for How such yaristion in ability is there? Intscview
schoaling Does the teacher gocomsodate variation? Olwervation
E. Btudy skills I8 thoss akills well devaloped? Interview
N bow much veciation in ablliity is there? intecview
Ooss the tescher accommodsts verlation? Obsecvation
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Jactor ldentification
Social skilis

Willingness to pecform

Feedback nseds

Balf ssasssmant gkilia

Banss Of Lairness

Reaction to tasting

Pyantal aXPectation

Definition of Pactor

Bxtant of davelopmant of studsnts'
intarpersonal ralations mkills

Studants' willingnass to
demonstrate whst they know gnd are
capabls of dolng

Strangth of student needs for
tasdback on parformancs

Ability to ssnss own strangtha snd
ssaknesses

Clarity of gans Of whan an
sstesament snd/or grade is fair oc
untsirc

Amount of anxiaty st testing tims

Parent's view of gchiasvement Late
of stydent

ROLE OF POLICY 1IN CLASSBROON ABSRBSHINT

Focus of asxisting policies

0tigin of sxisting Policiss

Assensment practioss snd procedurss
governed ©  onsviained by current
paolicler

Level st which the policy is written

Xay guestions to Answer

Ars thoes akills well Seveloped?
How such varistion in abllity is there?
Does the tascher accommodata veriaxion?

Are they willing or reticent
How mich veristion In ability is there?
Doas the taacher socommodste varistion?

ALs thoss strong Of wedk nesds?
How much veriation in ability is there?
Doss the taacher acccmmcdate varlstion?

Ars thoss gkills well developed?
How much veristion in ability is there?
Does the teachsr aocommadste varistion?

How clear is that ssnse?
How much varistion in ability is chers?
Dose the teacher socommodate veriation?

How armious gre they?
How much veristion in ability is rhere?
Doss the taacher Accommodate varistion?

AL those sxpectations clear to tha
taacher?
Ars they bigh or low sxpsctationa?
AIs those sxpectations Isportant
to the tadcher?
How much variation in ability is thers?
Dose the ¢eacher sccommodats varistion?

Do current POlicies foCus oni

Tasting practices?
Reporting rasults?
Homework raquiressnts?
Clasa sise?

Sslaction for programs?
Attandance?

Contant to be taught?

Does the tsscher know thesa policies?
Do they impact practice? 1f so, how?

Whet policy maksrs have writtsn the
policiss that gowern classcocm
assessmant?

Federal?

Btata?

Dlstrict?

8ohool?

Departaant?

Colledisl {informstion agreement
with another tascher)?

Hessurement MWethod

Intecview
interview
Oboervation

Interview
lnterview
Observation

Intecview

Intarview
Obaervation

Intarview
lntecview
Obsarvation

lnterview
interview
Qbsarvation

interview, ocbgervaiion
intarview
Observation

Intarview

interview
Obaervation

Policy analYals

interview
intecview

Policy analysis
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CHAPTER 3: PROFILES OF EIGHT CLASSROOM ASSESSMENT ENVIRONMLRTS

Having completed the revision of the profile instrument, the researchers
then set abc1t the tagk of reflecting back on field notes and documentation to
complete the new profile for each classroom studied. The result is a set of
rich and diverse portraits of eight unique and interesting environments. Each
is described in this chapter via written description accompanied (followed} by

® a completed classroom assessment environment profile. Results are then
synthesized in Chapter 4.




MATHEMATICS CASE STUDY #1

Back9round Information

This description of the classroom assessment environment is based on
obsexrvations of instruction amd interviews with the teacher conducted near the
end of the 1985=86 school year. Her teaching day includes six class periods
of high school algebra instruction: generally for freshman and sophomores.

She teaches Algebra I and II, including an honors section of Algebra II. The
students are typically good achievers aspiring to college level math. The
tuacher has over 20 years of experience in high school math instructions knows
what she wants to teach at what pice and is confident that she knows how to
teach and assess it.

I. ASSESSMENT PURPOSES

A. Diagnosing individual student needs

A small portion of each class period is given to diagnosing the particular
difficulties for individual students. This normally takes place during
homework completion time, i.e., during the last five to ten minutes of the
class period. The veacher leaves most of he responsibility to the student
for initiating these contacts. Because math problems {whether on a test or
homework assignment) are precisely diagnostic, the teacher can determine quite
easily when performance is lagging through daily contacts with her students.

B. Diagnosing group needs

Two uses of ussessment for this purpose were observed. The teacher
coneistently uses oral questioning to track the learning rate among the
svudents by asking p) 'bing questions and waiting for a resonse. In addition,
the consistent and regular review of homework reveals potential problems. In
one instance. however, the data were undependable. The students scored much
higher on a series of quizzes than the teacher thought they would based on her
review of recent homework.

C. Assigning grades

All grade information collected via assignments: quizzes anC tests are
stored on a computer for later averaging and transformation to a grade.
Straight percen cutoff scores are used for the transformation: 90 percent
correct = &, etc. This is a very visible dimension of the classrooms, with
cutoffs posted in large letter. on the wall.




D. srouping for instruction within class

There was no evidence of grouping seen during these observations. The
® teacher relied totally on whole 9Toup instruction and seat work (often with
individual help).

E. Identifying students for special sgervices

9o The teacher had no responsibility for such identification. All screening,
grouping and placement was done by the guidance counselors. The teacher’s
view is that ghe 18 to teach the students present in each class during each
term.

9o F. Controllind and motivating students

Besides the general control and motivati.on exerted on students by the
assigmment-test-grading cycle, there were other uses of assessment as a
control mechanism. The teacher used oral questioning as a control tool by
calling on inattentive or inconsiderate students and asking follow=-up

L questions yntil full attention was given and appropriate learning was
demonstrated via correct answers. This often took several minutes.

In addition, the teacher occassionally implemented what was termed a
“participation grading® interval. I saw this in action only once during
observations, while the teacher reports doing this at least twice per week.
9o Essentially, the teacher judges “on task/off task” during this interval, which
spans less than a class period. "On task® gets a good grade in the gradebook
“to counter scme of the low scores if the student needs to.” The teacher uses
this intermittently and strategically at key instructional times to focus
gtudent attention. A scan of student on-task behavior during a participation
grade interval every 2 minutes revealed an average of 1.5 students out of 22
® (7 percent) off task compared to 5.7 students (26 percent) off task after the
- interval was terminated. The frequency of student initated questions also
increased during the participation time. So in this case, the grade
controlled student attention.

9 G. Evaluating imstruction

By and lacge, the teacher knows what students need to learn, what they are
learning and what instruction is needed. The teacher "generally knows what
works and what doesn't work® as a result of many Years of eXperience. As a
result, the instructional treatment 18 rarely. evaluated and revised on the
® basis of results.
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H. Communicating achievement eXPectations

In maths nothing communicates eXpectations more clearly than a get of
problems to be solved, according to the teacher. Sample problems are g9iven
and reviewed before tests. In scme cases, sample items with correct sclutions
sppear right on the test alongside other Problems to be solved.

I. Communicating affectjve expectations

The teacher is very clear about attitude and behavioral eXpectations
during class and uses oral assessment to illustrate and enforce those
staidards reqularly. She calls on inattentive and inconsiderate students,
demanding focused attention.

J. Providing test takind exPerience

The teacher uzes "show-work®™ problems only. Typically, these are not used
on large—scale tests. She doesn't care. Her task is to teach math problem
solving skills. She feels show work problems are the best way to assess these
skills.

II. ASSESSMENT METHODOLOGY

A. Assessment of achievement {(parts 1 to 15)

The assessment methodology in this math class is dominated by sets of math
problems to be solved. This domination extends to homework (for practice and
grades), quizzes and tests. The Problem sets are either developed by the
teacher or are adapted from sets published with the textbook. fThe teacher
knows what items reflect jntended ocutcomes of the text and the tests and
quizzes assess those outcomes And are very appropriate. As mentioned above,
oral questioning comes into play in this class also. Howevers the teacher
describes this as more of an instructional strategy than an assessment
strategy. She geems well aware of its inherent weaknesses, such as problems
in obtaining a representative sample of behavicre,

The assessmontg consistently require analysis of the component parts of

problems and inferences as to proper solutions. These aspects of assesament
match apParent instructiomal priorities.

B. Agsessxent of affect (all 10 items)
The only two dimensions of affect asse~sed are student attention

{seriousness of purpose in class) and the extent to which the siudent is
trying (metivation and effnrt). These are both assessed via ohservation of
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students during instruction. Inattention most often takes the form of
inconsiderate behavior while the teacher or another student is talking. The
offending student is not rebuked or called to attention, but rather becomes
the focal point of the teacher's instructional questions.

Motivation and effort are assessed informally via observation of work
completion and formally via observation during "participation grade" time.
Students seen as not trying receive low grades for it.

C. Assessment of ability

The teacher is very clear about her intent to measure math achievement.
Either students can solve the Problems or they cannot. She rePorts that she
teachers them on those terms., She relies on no other construct, such as
ability. she says she is held accountable for what the students know and
don’t know. .

D. Text assessme its

From an assessment point of view, the teacher relied on the textbook for
daily homework assignments and for gome test items used on tests and quizzes.,
While complete tes®s accompanied the text, the teacher did not use the
complete test., Rather she gelected items and ideas for items from the
published tests. She was vury clear in her opinions about item formats. She
does not like selection-type items {(T/F, multiple choices etc,). She wants
students to show work.

111. CRITERIA FOR SELECTING ASSESSMENT METHODS (A-J)

As with other dimensions of assessment, the math teacher has the luxury of

being able to be very clear about these criteria, An interview revealed that
the teacher is clear about the importance of {(a) knowing the purpose for
agsesament, and {(b) matching tests and intruction. These were the keys in
developing assessments. The teacher wanted a clear objective index of math
problem solving ability that either required a reasonable amount of homework
time or could be administered as a test in a class Period or less, Problem
sets were consciously gelected to meet these criteria.

IV. QUALITY OF ASSESSMENTS (A-C)

The assessments are genecally of high quality. This is due to the nature
of the content, the textbook and accompanying material, and the teacher,
Algebra is assessable via clear, straightforward problems. The text provides
these in assignments and tests. The teacher knows what she wants and selects
problem sets to get it,

4100e 3599




The only technical problem noticed was that some of the problem sets may
be too brief to adequately .sample the domain dependably. The teacher balances
coverage with the time available to assess, Often available time is very
brief,

The teacher reports deriving little assessment information from oral
questioning. So few questions are asked that she knows coverage for any
individual is too shallow to be of value. But she sometimes does use
recollection of responses as an index of attention and effort.

V. FEEDBACK PROCEDURES

Since observations were done before this descriptive framework was
devised, my data are very thin here, Two factors strongly influence the use
of feedback in this teacher's classroom. First, the algebra classes attract
all {or at least wostly) strong students. & count of class participants
revealed that they¥ were mostly male and predcminantly Asian.

Observations of student/teacher interaction revealed that the teacher
relied on oral and written feedback. Non-verbal feedback was not a factor,

The oral feedback was used during instruction (in class). 1 saw very
little teacher=student interaction ocutside of class. It was focused on the
subject matter covered, unless a behavior Problem arose. However, even in
this case, the feedback was focused on math skills, That feedback took the
form of a specific quzstion which the offender was called upon to answer.
Students knew when such & question was being asked and why.

Written feedback included grades and comments regarding incorrect
solutions to problem. Correct solutions to similar problems were often used
as feedback to lead students to understanding.

‘VI. DESCRIPTION OF TEACEER AND ASSESSMENT

A. Teacher's backdround

T.e teacher has long experience in teaching high school math, Her
assessment technigues fesult from that experience and@ no other source.

B. Teacher's eXpenditure of time.

Assegsment takes up a large share of this teacher's time--often as much as
a third of a class period. Because years of development have Produced a pool
of test items, test planning and Gevelopment take very little time. Test
administration and scoring take up most of the assessment time.




C. Teacher characteristics

The teacher presents material as laid out in the text adopted by the
district at a pace that fits the student group. She has very high standards
for herself and others but is flexible in how she meets those standards, Her
entire mode of assessment (show work problems) reflects a desire to "give
partial credit.” She has an optimistic set of expectations about her
students, She knows what they need to learn and how she can bet teach it.

Evidence of the flexible and experimental manner in which she views
assessment i seen in her "creative ideas™ for assessment. During my
observations, she administered daily quizzes covering the content at hand., At
the end of that week, she announced that the sum of the quiz scores would be
substituted for the weekly Friday test. She described this as an attempt to
disarm test anxiety. Students reacted positively and performed well, Her
next experiment would be a take<home weekly test,"just like in college®~-a
strategy rarely used at the high school.

VII. TEACHER'S PERCEPTIONS OF STUDENT CHARACTERISTICS

The teacher has 2n optimistic view of students to match her optimistic
expectations. In an interview #%out her students, the most striking comments
addressed the great variation in student traits she must address. That
variation in prior achievement and motivation manifeats itself across
individuals within classea: across classes covering the same content: acruss
levels of content {advanced vs. basic) and from year to year, The teacher
even senses major changes in student traits as the year unfolds. She contends
that this extreme variation is why she allots 10 to 20 minutes per day for
individual help for students.

The teacher's strongest comments came in response to questions about
parental expectations. Those expectations are veryY unclear because she is
unable to involve parents in the activities of school, This is very important
to her and a source of significant frustration.

VIII, ASSESSMENT POLICY

This teacher operates independently of any district or other policy with
regard to asgsessment, She is uninformed regarding assesement policy and is
not influenced by it, She knows what assessment is needed and develops needed
procedures herself. She is aware of and influenced by district specified
policies regarding ccontent to be covered. She adheres to the adopted text and
curriculum outline, She also adheres to district policy regarding grade
reporting require.ents.

Policies and regulations currently on the books that might bear on the
issue of classroom assessment in general are neither detailed nor
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prescriptive, They appear in Digtrict Policies and Regulations Manual under
Teachers-Duties and Responsibilities in the district's job description of the

9 classroom teacher, and in the high school's Teacher's Handbook, Policies
stipulate that agsessment of progress will be continuous: focus on performance
goals at appropriate levels and reported to parents on a regular basis, as
specified by the principal. Final exams and homework are encouraged.
particularly at the secondary level, Grades are to reflect student
achievement in the subject,

®
In fact, grading practices represent one area in which the Teacher's

Handbook presents detailed and explicit instructions. The meaning of each
grade ig spelled ocut, The role of attendance and behavior in grade
determination is discussed in detail. Procedures for determining grades are
enumerated and teachers are urged to review these with students., And grade

9 reporting requirements are recommended.

®

®

®

®

®

o
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A.
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D.

F.

G.

He

PROFILE OF MATHEMATICS CASE #1

ASSESSMENT PURPOSES

Diagnosing individual
student needs

Diagnosing group needs

Assigning grades

Grouping for instruction
within class

Identifying students for
special gervices

Controlling and
motivating gtudents

Evaluating instruction

Communicating achievement
expectations

Uninformed
Irrelevant
Use less
Not used

Uninformed

Irrelevant
Useless
Not used

Uninformed

Irrelevant
Useless

Not used

Uninformed

Irrelevant
Useless

Not used

Uninforned

Irrelevant
Useless

Not used

Uninformed

Irxelevant
Useless

Not used

Uninformed

Irrelevant
Useless

Not used

Uninformed
{rrelevant
Useless
Not used

X
X
X
.5
X
X
X
-
X
.
X
X
X
.
A
.5
X
X
.5
X
-5
-5
.5
X
X
X
X
X
-
X
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Well informed
Re levant

Useful

Used frequently

Well informed
Fe levant

Useful

Used frequently

Well informed
Relevant
Useful

Used frequently

Well informed
Relevant

Useful

Used frequently

Well informed
Relevant
Useful

Used frequently

Well informed
Relevant

Useful

Used frequently

Well informed

Relevant
Useful

Used frequently

Well informed
Relevant

Useful

Used frequently




®
I. Communicating affective Uninforied X Well informed
expectations Irrelevant X Relevant
® Useless X Useful
Not used X Usea frequently
J. Providing test-taking Uninformed X Well informed
experience Irrelevant X Re levant
® Useless X Useful
Not used X Used frequently
K. Relative importance Given "100 importance points® to distribute
of purposes acroes the purposes listed below, how would
® you distribute those points to reflect the
relative importance of the decisions listed?
Diagnosing individual needs 30
Diagnosing group needs )
Assigning grades 50
® Grouping feor instruction 0
Identifying students fer
special services 0
Contrelling and
mot ivating 1lo
Evaluating instruction 0
® Communicating achievement
expectations )
Communicating affective
expectations 0
Test taking experience 0
100 points
®
®
®




®
11. ASSESSMENT METHODOLOGY
® A. Asgegsment of Achievement
1. Teacher-develocPed paper and
pencil tests and gquizzes
®
2. Text-embedded paper and
pencil tests and quizzes
®
3. Performance assessments
®
4. Oral questioning strategies
®
5. standardized tests
®
6. Group assessment
methods
®
7. Opinions of other teachers
®
8. Assessment Of reasoning
skills
®

)
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Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not usged

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriat.
- Useless

Not used

Cninformed
Inappropriate
Useless

Not usea

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used
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X
X
X
X
X
X
X
X
X
X
X
x
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
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Well informed
Appropriate
Useful

Used freguently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

¥Well informed
Appropriate
Useful .
Used frequently

Well informed
Appropriate
Useful

Used frequently




9.

10.

11.

12.

13.

Regular assignments

Student peer rating

Student self ratings

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used
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Well informea
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Proportion of all assessments for all purposes that are of various t¥YpPes

Teacher-developed paper and

pencil tests

Text-embedded Paper and

Pencil tests

Performance assessments

Oral questions
Standardized tests

Opinions of other teachers
Regular assignments
Group assessments
Student peer ratings
Student self ratings

Cognitive levels of questions posed in:

Recall
Analysis
Comparison
Inference

Evaluatica
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Oral
Questions
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14, Strategies for integrating
assessment and
instruction

15. Dealing with cheating

B. Assessment of Affect

1. Obgerving individual
students

2. Observing group
interactions

3. Using questionnaires

4. Using interviews (formal
and informal)

5. Opinions of other
teachers

6. Opinions of gther
students

Un’nformed
Inappropriate
Useless

Rot uged

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not usea

Uninformed
Inappropriate
Useless

Not used

Uninformed

Inappropriate
Useless

Rot used

Uninformed
Inappropriate
Useless

Not used

Uninformed

Inappropriate
Useless
Not useqd

Uninformed
Inappropriate
Useless

Not ur «4

be | o |pe [

A

g
o
g
3
r

g
(o]
g
3
r

inkp——

(Bot observed)

{Not observed)

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed

Appropriate
Useful
Usea frequently

Well informed
Appropriate
Useful

Used frequently

Well informed

Appropriate
Useful
Used frequently

Well informed
Appropriate
lUgseful

Used frequently

well informed
Appropriate
Useful

Used frequently




7. Opinions of parents

Uninformed (Not observed)  Well informed

Inappropriate Appropriate
Useless Useful
Not used Used frequently
8. Past student records Uninformed __ (Not observed) = Well informed
Inappropriate Appropriate
Useless Useful
Not usea Used frequently

9. Checklist of affective charact.ristics measured:

F Seriousness of purpose
I Mot ivation and effort
Attitude

Learning style
Interests

Values

Preferences

Academic self-concept
Locus of control
Anxiety
Maturity
Social skills
Study gkills
Other (specify

T

Codes

F = formal assessment conducted
I = informal assessment conducted

10. Relative importance of affective agegessment methods:

Obgerving individu
students

Observing group
interactions

Using questionraires

Using interviews

(formal and informal)
Opinions of other teachers
Opinions of other students
Opinions of parente
Past student records

C. Asgessment of Ability

1. Meaning of ability fuc teacher

Valhe of this factor Impor tant

al

[Tk

=
<
L=
o

X Unimportant

for the teacher
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e
Measurement of ability Measured formally
. . Measured informally
Not measured X
@
Ingredients considered in assessment of ability, if measured:
FACTOR(S) INCLUDED IN ASSESSMENT MEASURED HOW?
L~
1.
2.
3.
o 4.
S.
® 2. Check decisiona influenced by results (i.e., change with varying levels of
ability).
——. Instructional objectives
w__ . Instructional strategies
wer. Grouping for instruction (within class)
® Methods for measuring achievement
Grading standards
Studen*s gelected for special services
Other (sperify )
® D. Text Assesasments
Checklist of assessment components provided with text
Q
1
® E
O
> 0
a =
. Oral questions for class use
X X Homework assigrments
® . Genera: asseasment guidelines for teachers
X X Paper and pencil tests (adapted)
Performance assessments
- Scoring gquidelines
- " Quality control guidelines
- —____ Other (specify )
@
f Q
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III.

A.

B.

C.

D.

F.

G.

H,

I.

Results £it purpose

Method matches material

taught

Ease of development

Ease of scoring

origin of assesasment

Time requirsd to

administer

Degree of objectivity

Applicability to
measuring thinking skills

Effective control of
sheating

CRITERIA FOR SELECTING ASSESSMENT METHODS

Uninformeda
Unimpor tant
Not used

Uninfcimed
Unimportant
Not used

Uninformea
Unimportant
Not used

Uninformed

Unimpor tant
Not used

Uninformed
Unimportant
Not used

Uninformed

Unimportant
Not usged

Uninformed
Unimportant
Not used

Uninformed’

Unimportant
Not used

Uninformed
Unimportant
Not used

L o

Ll

kabﬂ

kabﬂ

Ixn

well informed
Important
Used frequently

well informed
Important
Used frequently

well informed

Important
Used frequently

well informed
Important
Used frequently

well informed

Important
Used frequently

well informed

" Important

Used frequently

well informed

Important
Used frequently

well informed
Important
Used frequently

well informed

Important
Used frequently




J. Relative importance of ¢-iteria

Results £it Purpose

Method matches material taught

Eage of development

Ease of scoring

Origin of assessment

Time required to administer

Degrze of objectivity

applicability to measuring
thinking skills

Effective control of cheating

blN
OIU‘

w

il
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<

|
— Ih'
[=13 19 L]
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®
1v. QUALITY OF ASSESSMENTS
o A. percent of paper and pencil assessments (teacher—developed or text-embedded)
having the following characteristics (need not total 100%):
%
160 Clear descrintion of assessment specifications
100 Matches content of instruction
® 100 Matches cognitive levels of instruction
100 Minimizes time required to gather needed information
100 Item format matches desired outcome
100 1Items clearly written
Uncertain Items sample domain
100 Scoring procedures planned
® 100 Scoring criteria written for essays
100 Clear directions '
100 High guality reproduction
100 Test scheduled to minimi~e distractions
® B. percent of performance agsesgments having the following characteristics:
{Not used)
%
Clear description of trait to be measured with levels of
proficiency articulated
Matches intended outcomes of instruction
& Minimize: time required to gather needed information
Clezr performance criteria
' — . Students aware of criteria
Thoughtful exercises yield performance samples
—r Exercises sample performance domain
Performance rating planned
® — BResults match information needs
C. Percent of oral questicns having the following characteristics:
%
® 10 sampling methods cover range of achievement levels of students
100 Strategies involve everyocne
100 Teacher waits for response
100 Srudent's resPCnse given supportive reaction
10 Questions match co9gnitive levels of instruction
0  Wrilten performance records maintained
®
®

72
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V. FEEDBACK PROCEDURES

A. For oral and nonverbal feedback

Percent of feedback delivered to students who are:

%

90 Strong {vs. weak)
0_ Correct (vs. incorrect)
0_ Male {vs. female)

k|

Percent of feedback having the fcllowing characteristics:

%
_100 pelivered in class {(vs. out of class)
100 oral (vs. nonverbal)
0_ pPublic {(vs. private)
100 FPair {(vs. unfair)
100 Focused on achievement (vs. affect)
100 Germane (vs. irrelevant)
100 Immediate (vs. delayed)
_50_ positive {vs. negative)

B. For written feedback
Percent of feedback delivered to students who are:

‘ .

_ 90 strong {vs. weak)

variable Correct (vs. incorrect)}
80 Male (vs. femzle)

Percent of feedback having the following characteristics:

%

50_ Comment {vs. symbol)

50 Positive (vs, negative)
100  Fair (vs. unfair)
100 Germane (vs. irrelevant)

100 Focused on.achievement {vs. affect)

Uses samples of performance Never

as feedback

Uses public achievement chart Never _X
as feedback
4100e ‘ 50 7 3
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L
VI, DESCRIPTION OF TEACHER AND ASSESSMENT
® A, Teacher's background
1. 7Teacher experience. number of years: 21  Overall
21 At grade level
Unknown In school
21 With content
®
2. Relative contributions of various sources to teacher's knowledge of assessment
methodology
2

Teacher preparation training

® Inservice training

Ideas and suggestions of colleagues
Professional literature

Teacher's guide to textbooks

Own experience in classroom

Other (Sepcify )

|

Lad
v ]
o

|

®
| =g
o
o
L

B. Teacher's expenditure of time

1., Proportion of time spent in teaching activities

® (No information)

2

10 Planning
Teaching (one on one)
Teaching (group)
Assessing (see list below)
Other (specify )

&!N
olo

1k
o

|

.100%

2. Proportion of time spent in assessment activities (paper and pencil, performance
assessment, oral, assignments)
(No information)

%
* 8  Reviewing and selecting assessments
10 Developing own assessments
35 Administering
30 Scoring and recording
20 Providing feedback
o 0 Evaluating quality
100%

€. Teacher chatacteristics

‘Q : Servant of policy
Curriculum maker delivering
Role in the classroom and presentar X reguired content
4 ©
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€
. E

Q

Expectations of
professional self

Structure neads

View of high
quality performance

Stereotypic view of students
Attends to exceptional student
Sense of performance norms
Orientation to experimentation
Orientation to cheating

Amount of cheating

Value of promptness; importance

of timely work completion

Interpersonal environment of

the classroom regarding assessme
Cooperative
Compet itive

Attributions for reasons of
student success/failure:

50 Due to student

Due to teacher

Basis for grading students:

Sense of ability

100 Demonstrated ach

100%
Interpretation of assessment:
Norm~referenced

100 Criterion-refere
100%

4100e

Expects little
Rigid

Correctness
demanded

None

Never
Unclear
Ne risks
No concern

None

Unimportant

nt:
None
None

ievement

nced

52

X

{Not observed)

Expects a
great deal

Flexible

Degrees of
quality eval.

Expressed often
Frequently
Very clear

Risk taker
Major concern

A great deal

Important

Frequent
Frequent




V11,

A, Ablility to learn

B, Willingness to learn

C. Rate of achievement

D, Maturity

E, Study skills

F., Social skills

G, Willingness to perform

H., Feedback needs

I, Self~assessment skills

4100e

Low
¥o variation
Variation ignored

Low
No variation
Variation ignored

Low
Decreasing

No variation
Variation ignored

Irresponsible
No variation
Variation ignored

Undeveloped

No variation
Variation igncred

Undeveloped
Mo variation
Variation ignored

Reticent

No variation
Variation ignored

Weak
No variation
Variation ignored

Undeveloped

Ne variation
Variation ignored

TEACHER'S PERCEPTIONS OF STUDENT CHARACTERISTICS

{Not a factor

for this
teacher}
X
X
X
X
X
X
X
X
X
X
X
L
X
X
X

%%I%
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High
Great deal
Adddressed

tigh
Great deal
Addressed

High
Increasing
Great deal
Addressed

Responsible
Great deal
Addressed

Developed
Great deal
Addressed

Developed
Great deal
hMidressed

Willing
Great deal
Addressed

Strong
Great deal
Addressed

Developed
Great deal
Add s essed




J. Sense of fairness

K. Reaction to testing

L. rarental eXpectations

VIII. ASSESSMENT POLICY
{See attached table)

4100e

Unclear
#o vartiation
Variation ignored

Tranquil
¥Wo variation
Variation ignored

Unclear

Low

Unimportant

¥o variation
Variation ignored

54
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Clear
Great deal
Addressed

Anxious

Great deal
Addressed

Clear
High
Important
Great deal
Addressged




OoF POLICY
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ORIGINS OGP POLTCY
Federal State Digtrict School Pepartment Collegial
A. Doeg a standard exist?]a, A Yes . A,
§. Does teacher know B. B. Yes B, B.
standard? c, <. yes c. c.
2. boes it impact
practice? How?
A A, yes A k.
B. 8. yes B, 8.
C, c. Yes C. .
-
' A yes A A - h.
B, NO B, B. B.
C. no [+% C. C.
A yes
B. fho
Cy no
-
h. A, A. yes
B. B, g. no
C. LR ¢, no .
A. es h.
B. I)':O B.
¢ no C.
A. yes A, A, A
B, yes 8. 8. B.
¢. yes s c. C.
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MATHEMATICS CASE STUDY #2

Background Information

The study of the classroom assessment environment of this high school math
teacher spanned one week and involved observations and interviews near the end of
the 1985-86 school year. The teacher's class schedule begina at 8:20 am with a
planning period, followed by two periods of second year algebra and one period of
senior math, Following lunch, the teacher meets one period of calculus, a period
of first year algebra and finishes the day with another senior math class.

The algebra and calculus classes contain good students in a college preparation
math sequence, Senior math students are simply trying to complete one final math
unit for graduation. This class covers basic math and students are not motivated,
A vast majority of students are male and about half of the algebra students are of
oriental heritage,

The teacher is a veteran of over 30 years of service~-moast of which were spent
at the urban technical high school where he now teaches, As a result of this long
tenure on the job the teacher holds very strong values about students, their
motivation and learning, He also employs a set of assessment and instructional
pProcedures that he feels are tried and proven.

By way of introduction, the teacher provides a clear and concise portrait of
many of the key dimensions of his assessment environment in the following
quotation. This type of message is given to each student in writing at the
beginning of each term and is discussed in detail., The description varies only
glightly depending on the course:

Assignments are handed out on sheets for about 1/2 year at a time, to
account for absence, outdoor school, vacation, etc,

No agasignments will be given on Friday as long as we can maintain my
schedule,

No tests will be given or Friday or Monday if at all possible.

Grades will come mainly from tests scores and approximately 5 percent
from daily work. Grades will suffer greatly if daily work is not in
and on time., Daily work is handed in by leaving it on my desk

somet ime during the period or as you leave the class at the end of
the period. Daily work may be handed in anytime in a two day time
interval and be acceptable., Each person must correct their own daily
paper before handing in. Problems from the days lesson are to be put
on the board every day (except review days). The first 10 minutes of
class time is reserved for the students putting these problems on the
board and if a student cannot do his or her problem for the board
they may get help from me in this 10 minutes to enable them te¢ do
their part, If a student does not put up their problem they get a 0
in the gradehook, more than two of these after the first grading
period will result in a lowering of the grade, Problems are on the
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board to enable s*udents to correct their work and answers. No
student will be reguired to put more than two Problems on the board

° in any one day. When I ask for guestions on the work, the student
shovld ask about any problem you do not agree with the method or the
answer that is on the board, If you ask for a problem not on the
board that is assigned you have the responsibility of doing this
problem on the board within 5 minutes or a 0 can be given.

® Grades are (100 to 90)% is an A, (89 to 80)% is a B, (79 to 65)% is a
Cy (64 to 50)% is a D, belkow 50% is an F on the tests, If daily
work is in then (100 to 85)% is an A, (84 to 75)% is a B, (74 to 50)¢%
is an earned C, I will also give a C to any student who gets all the
daily work in, acceptable and on time and has at least a 358 average
and creates no problems for the class, You canget a Dor F if the

@ daily work ig not in. D comes when a student has a passing average
50% or better and too many missing daily papers, (more than 4) or all
the daily papers in., F come if below a passing average and daily
papers missing. When absent 2 or more days you have twice the time
you are absent to makeup the work missed because of absence.

° The first grading period I am lenient and will give a "C" to aimost
anyone with an average of 30% or more unless & B or better is earned
but daily work missing must be made up before the end of the second
grade period to receive any grade above a D,

The. first grading period average will not alter the second periods

° grade unless it will raise that grade, but daily work will, third
periods grade is averaged with the fourth periods grade for the
semester grade, .

If you are having trouble of any kind please come see me and let me
know what it is so we can adjust to make it possible for you to keep

P up. Just don't fail by doing nothing. 2As a teachar I'm here to help
you to be successful not to fail you or make your life miserable,
I'1ll do almost anything to help you to be successful, let me know
what your trouble is, It may be ma, I hope not but we will try to
work out the problem if you let me know., if we can't then take the
problem to the counselors. then the vice~principal, and etc.

b Every student is expected to bring his/her own tocls to class
{pencil, paper, book., etc.) every day.
All work must be done in pencil, NO INK,

® There will be no laughing at any guestion or student asking a

question in class.

Each student should always check me by checking your record kept in
my gradebook to be sure my record matches Yours at to daily work
handed in. You should do it at least at midterm anc one weeck before

® grades are to be given for the term 80 we can work out the difference
if we do not agree,

This passage illustrates the focus of this teacher's priorities for classroom
assessment.
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I. ASSESSMENT PROCEDURES (A-J)

Each class period is structured to provide students with an opportunity to
receive individual help with their development of math skills. Upon arrival
in the classroom. each student takes responsibility for placing one home work
problem on the board. As this is being done any student ¢an ask for help with
any of the problems and is given individual attention. It is also common for
studants to tell each other when board work is wrong while it is being written
on the board and to suggest revisions. When all work is on the hoard. the
instructor goes over each making corrections where needed and discussing
details as necessary. During this checking process, each student in the class
corrects her or his own homework paper before handing it in. Using this
homework review process daily:, the teacher is able tv very carefully diagnose

individual student and group needs.

Whila assignments are not graded per se {see Jaction V. on Feedback), they
must be completed or the f£inal grade will suffer. In this way. he controls
ard motivates students to do the work and clearly communicates achievement
expectations. He also relies on assignments and tests (including practice
tests) to communicate achievement expectations.

As was reflected in the passage presented in the introduction, grades and
grading practices tend to drive the entire evaluation system. Students
receive 3 to 4 tests per grading period and in the teacher's words. "must do
the daily work consciously to score well on tests." Assignments are for
practice; tests are for grading.

He does neot use assessment to evaluate instruction. He gees no benefit in
evaluation, as he regards his instructional methods as tried and proven.
Besides, he recounts instances early in his career when, due to poor student
performance, he revised instruction, retaught material and retested. Student
performance did not improve, so he gave up on evaluation and revision.

While the teacher does not intend to use classroom tests as practice for

the large~scale gtandardized tests, he does try to use test items and formats
(described below) like those students will take in college.

II. ASSESSMENT METHODOLOGY
A. Assesament of achievement {Part 1 to 15)

The taacher relies completely on one and only one method for assessing
math achievement: problemr sets which students must solve, showing all work.
These sets make up all homework assignments, tesis «rd quizzes. Student
responses are evaluated in terms of their ability co complete all steis in
reaching the correct answer. The correct answer itself represents a small
part of the student's score for each problem. Partial credit is always
possible. As guch, all assessments tap student reasoning skills. Traditional
true/false and multiple~choice items have heen rejected by the teacher because
he does not want to emph&size correct answers only.

58
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Problems used in daily assignments come from the textbook ©Or are prepared
by the teacher. All test and quiz items are prepared by the teacher. He is
an experienced test writer, having played a key role in the past in the
development of district wide math « s. He keeps a carefully orgranized file
of past tests, which serve as a bank of items for use on futare tests. . The
file includes parallel forms of tests for use in case ©of a need for retesting.

Student self-evaluation is another keY dimension of this classroom
assessment environment. This takes two forms. First, each student must check
and correct his or her own daily work béfore handing it in. In addition,

h. weves, and perhaps more importantly, the teacher consistently aslis students
to evailuate their own understarding during instruction. If students report a
lack ¢€ understanding, he reviews the material again. If they do not, ha goes
on. A common alter.ative to this approach is for a teacher to ask students
guestiong during instruction to sample student learning. This teacher asks
the questions, but rarely waits for students to respond. He almost invariably
answers the questions himself.

Issues of teacher judgment rar<ly play a role in assessments of ctudent
achievement, as in performance assersment. All problems have correct
solutions and those solutions are discovered and carried out properly or they
are not. The solutions speak for themselves in evaluating achievement.

Standard.zed tests do plsy a role in classrocm assessment if the district
happens to have such a test scheduled during a given grading period. But this
is rare. When it occurs, the teacher sets aside class time for the test and
adminicters the tests according to prescriped instructions. He encourages
students to take it seriously by weighting the test the same as a unit test

during that period (of svhich there are typically fot ;.

It is worthy of note, incidentally, that, each term, the student has th:
right to choose one vnit test scere to be dropped from the record. This test
is not figured into the grade. The rationale given for this practice is that
everyone has a bad day.

The only mention made of student peer assessment is the occassional use of
Algebra II students to grade Algebra I papers.

B. Assessment of affect (1 to 10)

Assesament of gffect in this environment is not a complex enterprise
either in terme of the traits measured or the measurement strategies used.
Beyond the measurement of student achievement, the only other trait measured

by this teacher is student motivation—~seriousness of purpose. This
assessment is pbased almcst completely on the examination of student completion

of daily assigmments.

Two dimensions of homework completion are considered in this measurement,
Pirat, as was reflected in the intrnduction, students are expected to complete
the wor; in a timely manner. Those who do not are judged not to have been
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trving. Second, the teacher selec¢s a sample of daily assignments . examine
very carefully. gach week cach student received detailed feedback on One
paper. Based on this careful analysis, the teacher infers whether the student
is beiny consciencious. Those who are benefit at grading time, especially if
they are on the border.ine between grades.

Two other pieces of evidence contribute to this measurement of seriousness
of purpose and effort. One is the daily work placed on the board. Students
who fail to fulfill this resprnsibility (automatically) receive a zero in the
gradebook for that day. Second, the teacher works with students individually
at the beginning of the class pPeriod and uses these informal interactions to
assess the student’s motivation and effort.

While the measurement methodology in use in this context seems solid,
there is one danger that became apparent during observatione of.and interviews
with the teacher.: This parscn is extremely upset about what he perceive~ o
be a major decline in student motivation over the years. This may have left
him on the verga of being cynical about his students’ wellingness to work.
This cynicism is apparent in interactions with students, some ¢f which appear
very aggressive and hos’.i e. The danger is that this cynicism will gerve as a

" biasing fiiter through .l.sch the teacher in effect will misinterpret student

motivation and inappropriately penalize a serious student. I can,oily label
this » danger, because in fact, I gaw no specific instances of such
misinterpretation inappropriately influencing a grade.

C. Asseesme.’: of ability

The teache. doeg not think about or measuyre student ability independeﬂt of

demonstrated math achievement. He agsumes that students assigned to his
classes by the guidance councelors can do the work. For him, the issue is *

whether or not thz2y are willing to do so. *

D. Text assessments

Homework prok:lem sets often come from the text in all classes. Tests are
also oftered by text publishers and occassionaliy the teacher may adapt a
problem for use on one of his tests. But, by and large, he makes up his own
tests., .

II. CRITERIA FOR SELECTING ASSESSMENT METHODS (A TO J)

The teacher is very clear about assessment purposes, measurement methods
and the reasons for using the methods he has adapted. He spends a good deal
of time developing ar3essments and evaiuating student pPerformance.
Convenience is not an issue. His instructional objectives are ¢lear and he
uses problem sets because they patch his objectives. The origin of
asgessments is important--he wants to develop them Himself to ensure matlch.
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He wantas to measure problem solving (thinking) skill ag objectively as
possible within a reasonable time limit (for homework w«nd tests). wWhile the
assessment mcthod he uses in effect minimizes the possibility that students
might cheat, he doean’t regard that as an issue. In short: he measures as he
does for most of the right reasons.

Iv. QUALITY OF ASSESSMENTS

A. Paper ard pPencil assegsmencts

The paper and pencil assesament procedures are of high quality. All
criteria of goold assessment appear to be met. Assessments are valide
reliable, understood by students and happen within the resource limits of the
clasaroom,

B. Performance assecikents

Regarding performance assessmentsS, under heading I.A.: I specified that
this method is not used to measure student achievesent., Boweverr under I.B.,
I also specified that observations and téacher judgments (performance
assessments) do play a major role in the reasurement of student
affect--specifically student motivation and effort., These assessments play a
tole in final decisions about student grades. Therefore, like measures of
achievement, they must meet certain standczds of quality if “hey are to lead
to sound decision making,

In thia case, most of the gtandards are met. He wants students to do
daily work because he feels this practice will aid learning. Consequently, in
his gystems homework completed represents the operational definition of
motivation. The underlying continuum ig th?*s: those wvho complete the work
are trying and are motivated; those who do not are not. The exercises are
homework assignments, There are many of them, They appear valid. fThe rating
procedures are reflected in a checklist of work done so recorés are carefully
maintained, Thus, these procedures are cbjective and apparently dependable,
Students know what is expected and how performance wiil be measured. This
appears to be sold performance asgesswment.

C. . Oral gquestions

This form ©of assessment is not managed zs effectively as are the other
two. The range of questions asked during instruction is quite narrow and the
teacher rarely waits for a student response. Further. no apparent record of
student performance js kept.

Fortunately, however, the impact of the.se problems is minimal because this

form of assesswent plays a mine. role. It does not bear on individual student
decisions {i.e., diagnosis or grading) and rarely influences group decisions,
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Questions are often rhetorical and are used more as inastructional than
assessment devises. In fack, the teacher reports that he does not consider
this a valid assessment method because often students just will not
answer~-whether they know the Cnswer or not. He sees this an attitude problenm
which interferes with assessment.

Note: Evidence of Overall Oualit¥: The one type of evidence cited most
often by the teacher as testimony to the appropriateness and quality of his
assessment is the fact that occasionally a student will return from college
and thank him for maintaining a demanding classroce: assessment environment.

ey

V. FEEDBACK PROCEDURES
A. ©Oral and nonverbal feedback

Nral feedback is delivered most frequently during the evaluation of
boardwork at the beginning of class. As such it is corrective in nature.
Correct problem soluticns receive little attention. Students who make
mistakes recajive the attention. These tend to be weaker students.
Incidentally this feedback goes most often to males because they represaont
guch & high percentage of the class.

KeY characteristics of this oral feedback are that it is aggressively
delivered in class and is quite public, verbal and clearly focused. When it
is not clearly focused on demonstrated werk, it contzins inferences about
student motiv. tion and may be unfair. In one notable instance, a student whom
the teacher had yet to identify was publicly labeled “"stupid or a liar™ based
on board work. While such feedback was very rare, when it occurred it left an
indelible mark of aggressive cynicism on the assessment environment.

B. Written feedback

Written feedback always reflected a careful analysis of student work.
peinting cut preoblems when necessary. It too was corrective and tende to go
o the weak points in student performance. Therefore, .it was more neg jive
than positive, but was always highly focused on student math work. In
addition, written feedback was delivered in a private manner on student
papers~~whether test or assignment.

-

VI. THE TEACHER AND ASSESSMENT

Thiz is a very experienced teacher who has taught himself to assess
student performance through years of classrocom experiences. While colleagues
may have contributed some to that development, he gives them only minor
cradit. He devotes a great deal of time to assessment. Instruction ray claim
20 of the T0 class minutes. Much of the rest goes to evaluating board work
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and providing needed feedback as well as to providing students with in-class
practice time during which he can provide help, When quiz and test time is
considered too, assessment appears dominant, His out of class time is devoted
almost completely to the careful evaluation of student paper. He needs little
time for planning and preparation, as he knows his objactives inside out and
has instructional treatments clearly articulated, His time goes to checking
papers in, keeping thorough records and carefully analyzing 10 student papers
per cl-=s per day.

In interviews, he describes himself as a very indcpendent professional
striving for axcellance, However, he is doubtful if his colleagues or student
are striving for the same goal and that frustrates him. As mentioned
Previously, he is cynical about student attitudes toward school and teachers
and attributes the decline in this area to changing family patterns and
increasing problems at home.

Even 80, he i8 clear about his expectations and standards a,d strives to
help students meet them. Most males could be very successful in wath "if they
would just work hard at it," in his opinion,

vII, TEACHER'S PE&CEPTIONS OF STUDENT CHARACTERISTICS (A TO L)

When asked to profile his perceptions of the characteristics of his
students, this teacher spontanecusly provided two completely distinct
profiles. One described student characteristics averusged across all of his
ciasses, That profile appears on the summary profile, It reflects a scmewhst
optimistic, positive view of his students. They are able to learn, are
achieving, etc, Their motivation, maturity, etc, are somewhat lacking, Aand
he reports that there is much variation ir these traits across students, Many
of thaese perception have been discussed above. So thegse ratings p: vide some
evidence of the dependability of the profile of this teacher's claassroom
assesshent enviromment,

But the second profle reflects perceptions not addressed up to this
point, That profile reflects the teacher's opinion of atudent in senior math
classes only., These are s:udents who are 4ssigned to this clamssg to fulfill
one last math reqrirement for graduation, At the time of my observations.
these students were within a tew weeks of graduation. The teacher profiled
these students at the lowest possible end of all scales (ability, willingness.
achievement, maturity. etc,) and reported absolutely no variation in these
negative traits across all students in these classes,

As we discussed these students it became apparent that they {students in
tvo of his six class ") were the cause of the cynical perceptions of the
student body as a wi le. In fact, he perceives fundamental differenzes in key
student traits across different classes, In practice, however, his verbal
interchanges with students, assessmant methods and instructional methods do
not reflect those differences. All classes and students are treated exactly
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alike. Speculation as to what differences in treatment might be justified are
beyond the scope of this case report. The key finding here is that a major
discrepancy in student characteristics is not reflected in different classroom
assessment environments acruvss Classes.

VIII. ASSESSMENT POLICY

As a general rule, beyond requirements for content to be covered and for
reporting acbievement information, this teacher is unaware of and does not
consciously adbere to any policies as governing student assessment. He sees
himself as responsible for devising and using assessment Procedures that fit
his particular context.

In fact, the policies bearing on this issue are district policies. The
one exception to this is the state requirement that gtudents take a specified
number of units of math. This gives rise to tbe senior math classes this
teacher covers. But this policy does not influence the assessment Processes
per se,. wbich are tbe game in senior math as in all other classes.

There are a number of district policies that could play some role in
determining the pnature of the assesgment in this classroom. One is district
testing policy. 7Tbis could take up class time and place a premium on
large~scale standardized testing. In fact, it rarely does. Another is
achievement reporting requirements. Grades are to be reported four times per .
yea: with semester grades going into the permanent record. The teacher
complies with this policy.

There i3 a policy on the books regarding homework. But the teacher is
influenced by his own standards in this regard. Class size is a matter of
policy. But in math, especially the algebra classes, the student count is
well pelow maximums., But even if the clusses were full, the assessment
process would not cbange. Policy with regard to attendance holds that
students must have the opportunity to make up work. This teacber has specific
procedures in place to allow tllis to bappen. And £ nally, the district
specific content to be covered by selecting the text to be used in each
courie., The teacher adheres to the text as the curriculum outline and
assesses accordingly.

I was able to uncover no school, department or collegial policies that
spoke to assessment issues.
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I.

D.

E.

G.

PROFILE OF MATHEMATICS CASE $2

ASSESSMENT PURPOSES

Diagnosing individual
student needs

Diagnosing group needs

Assigning grades

Grouping for instruction
within class

Identifying students for
special services

Controlling and
motivating students

Evaluating instruction

Communicating achievement
expectations

o 4122e

Uninformed

Irrelevant
Useless

Not used

Uninformed
Irrelevant
Useless
Not used

Uninformed

Irrelevant
Useless

Not used

Uninformed

Irrelevant
Useleas

Not used

Uninformed
Irrelevant
Useless
Not usged

Uninformed
Irrelevant
Useless
ot used

Uninformed
Irrelevant
Use less
Not used

Uninformed

Irrelevant
Use’ess

Not used
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Well informed
Re levant

Useful

Used frequently

Well informed
Re levant

Useful

Used frequently

Well informed
Relevant

Useful
Used frequently

Well informed
Relevant

Useful

Used frequently

Well informed
Re levant

Useful

Used frequently

Well informed
Relevant

Useful

Used frequently

¥ell informed

Relevant
Useful
Used frequently

Well informed

Relevant
Useful
Used frequently




¢
I. Comunicating affective Uninformed _X_ Well informed
expectations Irrelevant X Relevant
® . Useless X Useful
NOot used _X_ Used freqguently
J. Providing test-taking Uninformed X_ Well informed
exper ience Irre levant _X_ Relevant
Py Useless _X  Useful
Not used X Used frequently
K. Relative importance Given “"100 importance peints® to distribute
of purposes across the purposes listed below, how would
® you distribute those points to reflect the
relative importance of the decisions listed?
Diagnosing individual needs 20
Diagnosing group needs 10
Assigning grades 40
® Grouping for instruction (]
Identifying students for
special services 0
Controlling and
motivating 16_ .
Evaluating instruction c
® Comunicating achievement
expectations 10
Communicating affective
expectations 0
Test takirg experience 10
100 points
¢
¢
¢




II.
A,

I.

2.

3.

4.

6.

7.

412

ASSESSMENT METHODOLOGY

Assegssment of Achievement

Teacher-developed paper and
pencil tests and quizzes

Text-embedded paper and
pencil tests and quizzes

Performance assessments

Oral questioning strategies

Standardized tests

Group assessment
methods

Opinions of other teachers

Assessment of reasoning
skills

2e

Uninformed
Inappropriate
Use less

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Use less

Not used

Uninformed
Inappropriate
Use legs

Not used

Uninformed
Inappropriate
Use legi

Not used

Uninformed
Inappropriate
Use less

Not used

Uninformed

Inappropriate
Use less

Not used

Uninformed
Inappropriate
Useless

Not used

o7 91

pe
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X
X
L
X
X
X
X
».
X
X
X
X
X
X
X
X

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
ApPpropriate
Useful

Used frequently

Well informed
Appropriate
Usefui

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed

APpPropriate
Use ful
Used frequently




9.

10.

11.

12.

13.

Regular assignments

Student peer rating

¢

Student self ratings

Uninformed

Inappropriate
Useless

Hot used

Uninformed

e

Inappropriate

pel

Useless

Hot used X

Uninformed X

Inappropriate
Useless
Hot used

beb<

wWell informed
Appropriate

Useful
Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Proportion of all assessments for all ;urposes that are of various types

Teacher-developed paper and
pencil tests
Text=-embedded Paper and
pencil tests

Ferformance assesaments

Oral quastions

Standardized tests

Opinions of other teachers

Regular assignments

Group assessments

Student peer ratings
Student self ratings

Cognitive levels of guestions posed in:

Recall
Analysais
Comparison
Inference

Evaluation
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Study and Oral
Dpiscussion Questions Questions
100% 100%

50
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1
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100%

Teg;s and
Quizzes

100%




14, Strategies for integrating

assegssment and
instruction

15, Dealing with cheating

B8, Assessuent of Affect

1. Observing individual

2.

3.

4.

5.

6.

gtudents

Ohserving group
interactions

Using queetionnaires

Using interviews (formal
and informal)

Opinions of other
teachers

Opinions of other
students

Uninformed
Inappropriate
Useless

Not used

Uninformed

Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

¥ot used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

— Not observed

IR - IR IK

|

I

el

|

—. No evigence

X
X
X
X
X
X
X
v MO _evidence
X
—_ X
X

— No evidence
X

Well informegd
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used froquently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently




7. Opinions of parents Uninformed X Well informed

Inapprepriate X Appropriate
Useless X Useful
Not usea X Used frequently
8, Past student records Uninformed X Well informed
Inappropriate X Appropriate
Useless X Useful
Not used X Used frequently

9, Checklist of affective characteristics measured:

F Seriousness of purpose Codes
F Motivation and effort F = formal assessment conducted
I Attitude I = informal assessment conducted
Learning style
Interests
Values
pleferences

Academic self=-concept

Locus of control

Anxiety

Maturity

Social skills

Study skills

Other (specify )

10. Relative importance of affective assessment methods:

Observing individual

students _95
Cbserving group
interactions 0
Using questionnaires 0
Using interviews
(formal and informal) 5
Opinions of other teachers D0
Opinicns of other students J
Opinioens of parents 0
Past student records 0
100%

C. Asgessment of Ability

1. Meaning of ability for teacher
vValue of this factor Important X Unimportant
for the teacher




®
Measurement ©f ability Measured formally
Measured informally
® Not measuced
Ingredients considered in assessment of ability., if measured:
FACTOR(S) INCLUDED IN ASSESSMENT MEASURED HOW?
4 .
Fys
2.
3.
@ .
5.
® 2. Check decisions influented by results (i.e.. Change with varying levels of
ability).
Instructional objectives
______ Instructional strategies
——w. Grouping for instruction {within class)
o Methods for measuring achievement
e Grading standards
students selected for special services
- Cther (apecify
. *
D. Text Assessments
Checklist ©of assessment components provided with text
']
3
® o o
S &
< o
Oral gquestions for class use
X X Homework assignments
9 General astesement guidelines for teachers
X Paper and pencil tests
Performance assessments
Scoring guidelines
(uality contrcl guidelines
Other {(specify
®
|

Q
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111,

A,

B,

C.

D.

E,.

F.

G,

H.

1.

Results f£it purpose

Method matches material
taught

Eagse of development

Ease of scoring

origin of assessment

Time required to
administer

Degree of objectivity

Applicability to
measuring thinking skills

r

Effective control of
cheating

4122e

CRLTERIA FOR SELECTING ASSESSMENT METHODS

Uninformed
Unimportant
Not used

tninformed

Unimportant
Not used

Uninformed
Unimportant

Not used

Uninforued

Unimpor tant
Not used

Uninformed
Unimpor tant
Not used

Uninformed

Unimportant
Not used

Uninformed
Unimportant
Not used

Uninformed
Unimportant
Not uaed

Uninformed
Unimportant
Not used
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Well informed

Impor tant
Used frequently

well informed
Impor tant
Used frequently

Well informed
Impor tant
Used frequently

Well informed
Important
Used frequently

Well informed
Impor tant
Used frequently

wWell informed

Impor tant
Used freguently

Well informed
Impor tant
Used frequently

well informed
Impor tant
Used frequently

Well informed
Impor tant
Used frequently
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J. Relative importance of criteria

Results fit purpose

Method matches material taught

Eage of development

Ease of scoring

Origin of assessment

Pime Tequired to administer

Degree of object vity

Applicability to measuring
thinking skills

Effective control of cheating

B 97

10

30
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100%




9
IV. QUALITY OF ASSESSMENTS
® A. Percent of parer and pencil assessments (teacher-developed or text-embedded)
having the following characteristics (need not total 100%):
%
100 Clear description of assessment specifications
100 Matches content of instruction
> 100 Matches cognitive levels of instruction
100 Minimizes time required to gather needed information
100 Item format matches desired outcome
100  Items clearly written
100 Items sample domain
190 Scoring procedures planned
® Scoring criteria written for essays
100 Clear directions
100  High quality reproduction
100 Test scheduled to minimize distractions
® B. Percent of performance agsessments* having the following characteristics:

$
Unclear Clear description of trait to be measured with levels of
proficiency articulated
100 Matches intended outcomes of instruction
° 100  Minimizes time required to gather needed infermation
100  Clear Performance criteria
100 sStudents aware of criteria
100 Thoughttul exercises yield performance samples
100 Exercises sample performance domain
100 performance rating planned
® 100 Results match information needs

*Used for affective assessmenc cnly

C. Percent of oral questions having the fellowing characteristics:

$
o Uncertain Sampling methods cover range of achievement levels of students
0 Strategies involve everyocne
Teacher waits for respcnse
50 Student's response given supportive reaction
100 Questions match cognitive levels of instruction

Written performance records maintained
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V., FEEDBACK PROCEDURES

A, Por oral and nonverbal feedback

Percert of feedback delivered to students who are:

Percent of feedback having the following characteristics:

L

15
25

strong (vs, weak)
Correct (vs. incorrect)

75_ Male (vs. female) {only because males dominate the enrollment)
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B. For written

Delivered in class (vs. out of class)
Oral (vs. nonverbal)

Public (vs. private)

Fair (vs. unfair)

Focused on achievement (vs. affect)
Germane (vs. irrelevant)

Immediate (vs. dzlayed)

positive (vs. negative)

feedback

Percent of feedback delivered to students who are:

Percent of feedback having the following characteristics:

3
25

25

13

strong (vs. weak)
Correct (vs. incorrect)
Male (vs. female)

3

100 Zomment (vs. symbol)

25 Positive (vs. negative)

100 Fair (vs, unfair)

190 Germane (vs. irrelevant)

100 PFocused on achievement (vs. affect)
Uses samples of performance Never
as feedback
Uses public achievement chart Never _X
as feedback
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Vli. DESCRIPTION OF TEACHER AND ASSESSMENT

A. Teacher's background

l. Teacher experience: number of years: 33 Qverall
33 At grade level
33 In school
33 With content
2. Relative contributions of various scurces to teacher's knowledge of assessment
methodology
3
0 Teacher preparztion training
0 Inservice training
10 Ideas and suggestions of colleagues
0 Professional literature
0 Teacher's guide to textbooks
90 Own experience in classroom
100%

B. Teacher's expenditure of time

1. Proportion of time spent in teaching activities

3
S Planning
10 Teaching {cne on cne)
40 Teaching {group)
40 Dhssessing {see list below)
5_ Other (specify: SubPervising student Practice _)
100%

2. Proportion of time spent in assessment activities {paper and pencil. performance

assessment: oral. assignments)

Reviewing and selecting assessments
Developing own assessments
Administering

Scoring and recording

Providing feedback

Evaluating quality

ek~

[
o
o
-

C. Teacher characteristics

Curriculum maker
Role in the «lassroom and presenter X

Servant of policy
delivering
required content




Expectations of

ptofessional self Expects little

X

Structure needs Rigid
View of high Correctness
quality performance demanded
Stereotypic view of students None
Attends tg exceptional student hever
Sense of performance norms Unclear

Orientation to experimentation

No ris.s X

Orientation to cheating No concern X
Amount of cheating None
Value of promptness: importance
of timely work completion Unimportant
Interpersonal environment of
the classroom regarding assessment:
Cooperative None
Competitive None _X

Attributions for reasons of
student success/failure:

100 Due to student
Due to teacher

T ——

100%

Basis for gradi.ug students:
Sense of ability

100 Demonstrated achievement
100%

Interpretation of assessment:

Norm~referenced
100 Criterion-referenced
100%

7101

Expects a
great deal

Flexible

Degrees of
guality eval,

Expressed often
Freguently
Very clear

Risk taker
Major concetn

A great deal

Important

Freguent
Fraquent




ViI.

®
. A.

B.
o

C.
o

D.
®

E.
®

F.
L Y G.
® L

I.
o
o

Ability to learn

Willingness to learn

Rate of achievement

Maturity

Study gkills

Social skills

Willingness to perform

Feedha~i needs

Sclf-assessment skills

Low
¥o variation
vVariation ignored

Low

No variation
variation ignored

Low

Decreasiny

No variation
variation ignored

Irresponsible
No variation
variation ignored

Undeveloped

No variation
variation ignored

Undeveloped
Mo variation
Variation ignored

Ret icent

No variation
variation ignored

Weak
No variation
variation ignored

Undeveloped

No variation
variation ignored
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TEACHER'S PERCEPTIONS OF STUDENT CHARACTERISTICS

(Not a factor

for this

e __teacher)

X

X
X

>

bell
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b
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pel
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High
Great deal
Addressed

High
Great deal
Addressed

High
Increasing
Great deal
Addresseq

Responsible

Great deal
Addressed

Developed
Great deal
Addr essed

Developed
Great deal
Addressed

Willing

Great deal
Addressed

Strong
Great deal
Addressed

Developed
Great deal
Addressed




c
E

O

J. Sense of fairness

K. Reaction to testing

L. Parental expecta.ions

VIII. ASSESSMENT POLICY
{See attached table)
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Unclear
No variatien
Variation ignored

Tranquil
No variation
vVariation ignored

Ur: ‘ear

Low

Unimportant

Ho variation
variation ignored

7 113

— Bo info

RIN

Clear
Great deal
Addressed

Anxious
Great deal
Addressed

Clear
High
Inpor tant

Great deal
Addressed




. vIiIil. Nhat.%vllcies 1nt’luens classroon assefSment?

POLICY
o8

QF

FOLDS

ERIC,

Aruitoxt provided by Eic:

ORIGINS OF PoOLICY
Federal State pletrict Schoal Department Collegial
A: DPoes a standard exlat?| A. h. Yes M. A.
B. Doea teacher know B. B. yes B, B.
standard? c. C. ves c. C.
C. Does it impact
practice? How?

A, A, es A. h.

B, B, es B. B.

c. C. yes c. c.
a- Yes H. A, h.
B. no B. B, B.
C. no c. C. C.
A. ves
8. no
¢ no

ﬁ. h- a. Yes

8. B. P. Nno

(o Cs C. o
A. yes A,
B. NO -
c. no c.
A, yes A A, A.
B. yes B. B. B,
C. yes " c, c.
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BIQLOGY CASE STUDY #1

Background Information

This biology teacher is on the staff of a four year high school located in
a large urban school district. The physical plant has all the characteristics
of an older, urban high school. The tall, imposing structure is located on a
busy intersection in the heart of a stable middle and working class
neighhorhood.

This observation was conducted over a three week period of time during
April, 1986, Discussions and interviews with the teacher took place during
the days the observations were conducted.

The teacher has been teaching high school biology for approximately 15
years, He has arranged his schedule so that his four sections of General
Biology meet in the morning., General Biology meets one of the science
requirements for graduation but students who are not inclined c¢o science or
h»ye a weak academic record may take other science courses instead.

Counselors are a significant factor in deciding who takes which level of
science, (Classes average around 2¢ students Per section, A few Asian and
black students are visible, but probably not in representative numbers to the
number of ethnic minorities in the school., Boys and girls appear to be nearly
equally represented across the 4 sections,

After a quick lunchs he moves directly into the Experiental Biology class,
a course which he designed himgelf, It is an elective course which was
originally intended to engage the student in scientific research. The course
has evolved to emphasizo intense scientific study of an experiential nature
rather than comprehensive research, He purposely sgteers away from calling it
*advanced Biology.® although the course is intenticnally geared for the
advanced student who has a genuine interest in biology. Eleven students,
mostly boys, are enrolled in Experiential Bioclogy this year,

The biology rooms were designed by the teacher scme years ago when the
science wing was remodeled., It reflects his deaire to provide multi-purpose
spaces for students to pursue independent and group work, It is spacious and
inviting, There are always students in the area, whether the teacher is in
class or not., The main room consists of a classrocom laboratory with the
standard tables, chairs and long counters and an adjoining but separste
seminar room., Aaround the parameters are small cubicles for independent
research and a roomt for animal study.

I, ASSESSMENT PURPOSES

. This teacher's purpose for assessment is directly related to his long term
goal for thne students: whether they take General Biology or Experiential
Biology.

411Qe 81 1 0N 6




llllllllllllllllllllﬂ

"1 want to affect an attitude toward science on the part of these
students, I am not interested in isolated pieces of information but rather
® students' learning that science is discovery; it takes long term involvement
and it's experiential., Science is an attitude and a commitiment. Science has
those people who fit the norm and do science the prescribed way. Most science
is done that way. Science also has the ‘odd bhalls,' those who come to science
through creative, non~traditional means, I tend to favor the odd balls,

® "1 am interested in process and inquiry and the way students go about
solving their problems, the questions they ask and their seriousness of
purpose. ”

His purpose for assessment follows his own mandate to "do science with my

students. " Doing science means investigating phenciena with an open.

® questicning approach, conducting experiments, drawing hypotheses, making
generalizations and connecting concepts and ideas about the natural world, It
takes a willingness to stick with problems, probing, following leads, being
systematic yet ideosyncratic in one's pursuit. He consciously shys away from
language that describes his assessment purposes in terms of "diagnosis,
grouping, motivating® therefore, it is consiatently difficult to determine how

o well informed he is regarding certain practices. It is safe, howaver, to
describe his purposes and practices as consistent and unified, attributed to a
strong philosophy of science and teaching. He chooses hig words carefully and
cautiously to describe his purposes, He is primarily interested in student
achievenent but commitment, seriousness of purpose, and willingness to
participate are intimately connected to doing science., and his class is set up

® in that manner.

A, Diagnosing individual student needs
This teacher assesses informally through observation of students primarily
® for the purposes of instruction, not asgsesament. The structure of the class,

particularly when they are working in a laboratosy mode, is designed to
provide students with an opportunity to receive individual help with their
pr :jects, It is evident that he is constantly watching students, listening to
their questions and interactions., In several instances he adjusted the lesson
through instructional methods such as pacing, reviewing or informal

® suggestions during lab time, Twice he noted scme confusion on a worksheet in
his first period class and incorporated these problems into his opening
instructions and remarks in the remaining classes.

There is no evidence that he does anything special to size up students at

the beginning of the year. He makes yearly adjustments in the curriculum

® baged upon his own professional work in science and what works with students
over time. Student interests are somewhat of a factor in his changes and he
captures thege through informal discussions., He notes that certain
latoratories such as the fruit fly experiment of reproduction are difficult
and confusing but "classic” science and he would rather adjust the pace of
instruction and the means of arriving at the result rather than eliminate the

® laboratory because of its difficulty. “"When students finish such a laboratory
they have a real feeling of accomplishment. They should, They have done scme
real science."”

‘ 411¢e 82 1 {)7




—-————ﬂ

It is up to the studenti to apply him or herself to this curriculum. The
consistency of the student's grade over the course of the yvear (only a few
students shift more than one grade designation during the year) indicates that
from the teacher's point of view students reveal "what kind of student they
are® early in the Year based upon his criteria {see Grading I.C.). He talks
about "A" students and "C" students in guch a way that I conclude he judges a
student's capability in very broad terms but he says emphatically, "ALl
students can get an A if they want."™ He makes few adjustments based upon an
informal determination of student needs and the diagnosing he does do is not
for assessment purposes but rather instructional planning.

C. Assidning grades

The teacher shows great impatience with questions regarding assigning
grades for assessment purposes. "Grades are pot my major tool of teaching.
They don't get in my way cof doing science. I don't value grades as much as
the personal impact I have on students about science. Being wrong on grades
is not as critical as how a kid experiences the class. ©Grading is necessary
only because of the bureaucratic requirements of the system., It doesn't often
have anything to do with getting something out of the class. I try to reduce
the damage, the negative effects of grades. When a student asks about dgrades,
I change the subject to, 'Why are You here?'"

While he assesses the quality of the homework on a regular basis, students
only receive a grade once a term. There are o tests in either course {See
I1I.A.1 for explanation)}. The gradebook consists of a set of period marks,
checks and pluses for homework, and 2ttendance which somehow translate into a
term grade. (lass participation is a critical factor ia the finai grade but
there is no evidence that records on participation, except for attendance, are
kept. The laboratoryY notebook is a summative activity and includes a record
of all activities. Student notebooks are assessed aceording to a criteria
check sheet at the end of each term wyhich is inserted into the notebook., (See
I11.A.3 for criteria.) Students are given the following grading policy in the
General BiologY course at the beginning of the year:

A-

All homework completed; no more than three late assignments. Completed
assignments must demonstrate fuil comprehension of material. Laboratory
notebook completed: must include full record of all activities: data
record, collection and analysis; charts, graphs and tables as reguired:
well organized and written; scientific drawings accurate and properly
labeled; and conclusions which demonstrate full comprehension of
laboratory investigations. Class participation must be industrious;
structured and individual work periods must be used productively for
investigations pertinent to the subject. Students are expected to
participate fully in all class discussions.

B=
All homework completed: no mora than six late assignments. Completed
assignmenzs must demonstrate general understanding of material.
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Laboratory notebook completed; must include satisfactory record of all
activitiess data record, collection and analysis: charts, graphs and
tables as required; sufficiently organized to allow reader to follow
investigation records: answers and conclusions should be satisfactorily
structureds illustrations that are complete and correctly labeled; and
conclusions which demonstrate general comprehension of laboratory
investigaticns.

Clags participation must be industrious; structured and individual work
periods must be used productively for inveatigations pertinent to the
subject. Students are expected to participate in class discussions.
Minimal discractions from classroom activities.

C=

9 Satisfactory completion of three~fourths of homework assignments, not more
than nine of which are late. Pair understanding of material/concepts from
agsigned reading and laboratory investigations. DNotebocock must reflect
participation in class. Inadequate completion of all learning activities.

D=
@ Minimal participation in class and completion of course requirements.
Satisfactory completion of two-thirds of homework assignments. Clagsroom
behavior may be a factor in determining this grade.

=
Major projects not completed; homework unsatisfactory or incomplete; does
® not demonstrate understanding of course concepts.

The Experiential Biolongy class is given a similar policy at the beginning
of the year.

Py Course work includes the following:

l. Formal notebook. Full summary of experience based upon each
student's experience. Each student is responsible for documenting
all activities/experiments conducted during the grading period.

P 2. Bomework. Readings and assignments.

3. Seminars. Pregentations, participation and write-up.

4. Pield trips. Participation, recordkeeping.

@ 5. Lahoratory. Investigations. recordkeeping and formal write-up.

.
6. Attitude. Contributions to class, sharing in activities, individual
and team participation.

T General notebook. Informal record: collection of information from
@ handouts, field trip noteg; laboratory investigations, personal notes.

8. Special activities. Independent projects., guest speakers., special
projects, etc.
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Grades are established according to the following criteria:

A-

Full participation in all areas; complete understanding of concepts:
assignments completed on time; demonstration of independent study skills
and initiative. Class benefits from the participation of these students.

B=

Most of the above criteria met. Must have contributed to the pPositive
atmosphere of the class. May have some late assignments, but all must be
completed at the conclusion of the grading period.

Cx
Poor participation. Some assignments misasing. Lack of demonstrated
understanding of concepts.

D=
Poor participation. Assignments late and/or missing. Lack of
demonstrated understanding of concepts. Behavior severely disruptive.

F=
No meeting basic requirements of the class.

D. GrouPing for instruction withip the class

The teacher does not group for instruction. He believes that students
should be allowed to seek out their own partners for collaboration and
support, unless it interferes with the learning of others. He allows
considerable freedom for students to learn in their own Bstyle hence, Grouping
is casual and peer generated for the most. Students frequently work together
on homework, class work and laboratory experiments.

E. Identifying students for special services

There is no evidence to indicate whether the teacher does this or not.
Counselors have the responsibility for placement and biclogy is just one of
several course students can take to fill the science reguirement.

F. Zontrolling and motivating students

There is no evidence that this teachers uses assessment in order to
control student behavior but he does use a grade in order to communicate to a
student regarding her/his motivation, and he spells cut what class
participation meana in the grading policy. Sara, a senior, is an example of
such practice. Sara "knows a lot about science. She is going on to study
science but she has a lax attitude. Although her work was 'B' work, 1 gave
her a 'C' last term because I wanted to send her and her parents a message:
there is more to being a biclogist than she is exhibiting.®™ Sara or her
parents, however, do not challenge or question the grade. The teacher assumes
that she understands the message that he is sending. He indicated that he had
talked with her about her lax attitude sometime during the term.
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He vants students to be motivated to do science, not motivated to obtain a
grade. He gives feedback on all reqular assignments immediately so that
students know how they are doing in learning science. None of these are
graded. Rather, he assesses student participation, commitment and involvement
in the labs as factors indicating a motivation to learn. He does this in all
five periods through observation and interaction. He keeps no special records
on this, apparently storing the information in his head.

G. Evaluatingd jngtryction (see also I. A. Diagnosing Individual Needs.)

I observed the teacher modifying his instruction several times based upon
his observations of the students in the laboratory activicy and his assessment
of the homework which he checks immediately upon student entry into class.
Evaluating instruction is a priority for this teacher but he relies upon his
usual methods of assessing student performance-—observation and interaction
with students.

H. Communicating achievement expectations (See I.C. for scme overlap)

This teacher has high expectations of students as he does himself. His

ovn seriousness of purpose is conveyed in his intense manner during class. It
appears that students are affected hy this posture.

At the beginning of the year he hands out his grading policy, which
consists of a2 one page criteria and which indicates his clearest statement of
expectations (see I.C for description). Homework is profuse and regular.
Several students commented informally that the class "is alot of work.”

George is an example of his concern about standards. George is 2 senior
star basketbal. itudent who transferred into the school this year. The school
acrambled around to accommodate him. The teacher was told that George wag 2
very good student in science, but the teacher concluded otherwise. “George
appears ‘to have been moved along because of his athletic ability and his
social skills. He handles people with sophistication. I was somewhat lenient
during basketball seagon but last term I gave him an "F*" to communicate to him
that he ne longer could slide by on his performance.® If grades are any
indicator of communicating expectations, this teacher applies rather high
standards. At least one-fourth of his students received D's and F's each term
during this year.

I. Communicating affective expectations

Because doing science is intrinsically connected to a conceptualization of
science he attends to student commitment, and attitude through participation
which is defined on his gruding policy (see 1. C for description}. Thus, for
this teacher there is no difference between academic expectations and
affective expectations, At the beginning of the year he tells students that
they have to figure out for themselves the answer to the issue of motivation:
*What am I going to do to to demonstrate my participation?® He observes
students in iabs and questions them after but the only written records he
keeps on participation is an attendance record.
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The teacher's refusal to test (see II.A. 1) as damaging to the students'
as learners and makers of science is one indication of his concern for student
® self-voncept. His system of gradebook notation (see I. C.} which includes
period marks for preitive attendance rather than negative absence is a simple

example of how he guards against low academic self-concept.

® II. ASSESSMENT METRODOLOGY
A. BAsse of
1. Teacher-developed paper and pencil tests

® Three or four years into teaching the teacher asked himself, "Why am I
testing?® He had used tests which accompanied the textbook or sometimes
ptepared his own. He concluded that testing was not connected to the main
purpose of his teaching which was to engender a science experience for each
student. Using tests for grading purposes was particularly defeating for many
students. For a certain kind of student, tec.s were, in fact, damaging. He

PY wanted studants to be able to freely participate in the course activities and
he wanted to be a%le to lock out for that. "with 'A' students you know they
know by the quality of the assignments and the nature and level of the
interactions with me and each other. You don't need to test. With the
others, tests are damaging.”

Inf cwdl discussions with several students pointed out that they liked the
fact that tests were not a part of the course design. One senior said, "Just
because you get a grade of 'C' on a test does not mean that you haven't
learned alot. Sometimes it's just the opposite.”

To assess, therefore, whether this teacher is informed or uninformed
® regarding paper and pencil testa, text-embedded tests and quizzes and even
performance tests was @ifficilt because he categorically rejects these devices
as inconsistent with his philosophy of science and his purposes for teaching.

3. Performance assessments

® Students are primarily judged upon the basis of their perforimance in both
the General Biology and Experiential Biology classes. The teacher relies upon
student products in the form of homework and the latoratory notebook.
Observation and interaction of students defines his judgment of the class
participation factor but no written records except for attendance are kept on
this critical area.

This teacher's grading criteria (See I.{. for full description) set the
minimal standards for each grale equivalent and are spelled out in terms of
amount and completeness of homework and laboratory experiments. Criterion for
discerning levels of class participation is ulso indicated (See II.A.9.
Regular Agsignments for further description). Notebooks are the summative
PY experience for each term and the teacher lists the followirg criteria on a

sheet which he inserts into the notebook in General Biology. He indicates the
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tern grade on this form. Space is allowed for written comments on each of
these items: neatness; completeness; in ocvder: hypothesis/conclusions?

® graphs/charts; data observations; drawings. Class participation is also

listed here.

M gurvey of only a small sample of student notebooks indicated that *A*
studeni:s were much more fluent in writing than the "D* or *F" students. Not
only were the notebooks of failing students less complete and orderly. there

® was an cbvious lack of attention to thoughtful inquiry, interest. and
inquisitiveness. They were much less expressive. The teacher noted “hat his
informal assesaments during class and lab time in the form of guestions
pointed up those students vho were understanding science conceptually byt were
not able to write expressively, however, there was usually a consistency in
performance in the notebook work a)d in the laboratory/class setting. Whether

® students understand the criteria or have been instructed in how to improve
their performance in this area is unclear.

4. Oral questioning strategies

Oral gquestioning plays a major role in his daily instructio~ and
® assessment of progress. The teacher also ¢istinguishes high performing
students from low performing students primarily in their ability to generate
hypotheses /conclusions and questions/concepts.

He usually responds to student questions with a question. His usual
comment is, "... And what else?® Most significant is the obvious wait time he
® gave students to answer. If there ig a confusion on the part of the student
or a fumbling for words: he rephrases the question. While he might spend most
of class time moving around the laboratory intently responding to student
problems with suggestions. help often comes in the form of questions of
recall, comparision or analysis.

® He demonstrates considerable skill in asking frequent and germane
questions but he admits with a smile that he had no pame for what he does.,
although questions are central to his style. He indicates that he is familiar
with a few time honored principles such backtracking when a question is too
difficult and avoiding embarrassing questions which put students down.

® 5. Standardized tests

There are no standardized tests administered in the science department.
One can only infer from the teacher‘'s position on paper and pencil tests that
he would strongly object to a trend in this area.

® 6. Group assessment methods

These are not used. While sztudents are allowed and often encouraded by
the nature of the activity ‘0O work together and assist one another. the
efforts of each person is assessed in the form of hLorework and the laboratory
notebook. The teacher considers a student's willingness to work with others
® as a factor in class participation but in the end it is the quality of the
laboratory notebook which forms the basis for the judgment of individual merit.
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7. Opinions of other teachers

This teacher spends most of his time preparing for class or meeting with
students and rarely takes time to socialize during the day. Once, during an
obgervation two other science teachers came in rather hurriedly explaining
that nominations for the science award for next Year had to go in
irmediately. He gave his opinion without hesitation and his colleagques
tacitly agreed, They appeared to have agreement about who the "cutstanding®
students were. The fact that he does not test and does not care whether his
colleagues know is an important indication of his independence., Whether he
consults with other teachers about student achievement is unknown.

8. MAssessment of reasoning skills

Assessment of reasoning skills is a central part of what this teacher
does, Reasoning skills are defined by the ability to generate hypotheses,
draw conclusicns, form questions and draw together ideas and concepts, In
fact, he indicates that it is the ability to discern concepts and generate
questions which differentiate the "A™ level student from the "C" level student
in general biclegy. The "A"™ student will be operating more like a scientist
while the "C" student Day be having more of a nature studies experience, but
he considers the differing experiences both valid in the context of his
class. Experiential Biology students should be able to apply reasoning skills
to serious scientific problems and project,

9. FRegular assignments

ALl homework assignments are checked daily for thoroughness, completeness
and comprehension 4uring the first two minutes of entry to class, In that
waY, the teacher knows immediately where there are problems in understanding
so that he can clear them up immediately. He notes whether they are using the
text, following instructions or "just giving any response.”

Students are responsible for numerous activities around the laboratory
experience which all become part of the notebook, the heart of the science
class., Bow a student worked during lab would be mentally noted as class
participation through teacher's observations and interactions. Homewcrk and
laboratory activities are both considered regular assignments and it is the
student's responsibility to include all the work assigned in class, and
homework in the notebook.

11, Student self ratings

These are not used, If a student feels a grade has been unfair, he or she
may ask for reconsideration. Based upon the teacher's own description of the
Procesg, what ensues is a dialogue in which the teacher makes his case for his
standards and the student dces the same. He has been known to change a grade
if the student can make her/his case but more often it has heen a student
whose academic self perception is gkewed. In such an instance, the teacher
holds firm, and these challenges are very rare.

12, Propeortion of all assessments

Assessment of reasoning skills included in oral and regular assignments,
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14, Strategies for integratinrg assessment and instruction

The Jain way the teacher integrates assessment and instruction is through
his questioning strategies. He questions students continually, trying to get
them to stretch their thinking and use their learning from previous
activities. He also comments orally on homework and student progress in the
lahoratory activity. He does this both individually and with the entire
group. Studenta are regularly encouraged to come into class ¢n their free
time to catch up and complete the work.

(See IIA. 9 Regular Assignments for discussion.)
15. Dealing with cheating

Student cheating is not a particular concern for the teacher. He includes
enough variety in labs from year=to-year 8o that a student who decides to
cheat can make a gross mistake. “Students who are 'getting it' are usually
consistent in their work. Participation and commitment cannot be
miasrepresented.® Occasionally it has happened that a student cheats by
copying and if he suspects he'll set a trap with an assignment that is new or
different. Then: he'll orally juestion the learning. If the student has a
perfect paper and no cognition when interactings then he knows there i=s
cheating. *I lisaten closely to what they say in class.*

B. Assessment of affect
l. Observing individual students.

The teacher relies upon his observations and talking with a student to
determine her/his class participation. Despite the interactive nature of the
class and the many opportunities for connecting with gtudents during class
time the teacher still says that the biggest obstacle iz "not knowing all my
students all the time."

He looks for a variety of indicators of participation, and he often uses
the terms “sericusness of purpose® and "attitude® to convey the fuller meaning
of this construct. The level of industriousness, whether the individual
atudent works productively on the subject at hand and to what degree a student
participates in class are indicators of class participation. If a student is
not actively participating in class discussion he will make allowances for
this if he believes the student is conscientiously doing her/his work. In the
case of a Vietnamese student in the Experiential BiologY class who was not
actively interacting with his peers in a laboratory assignment, the teacher
mentioned that he looks for other indicators of involvement such as
attendance: level of concentration on task and the level of interaction he has
alone with him. Since conceptual underatanding is related to doing science
the teacher believes it is his job to attend to as many different ways for a
atudent to demonstrate conceptual understanding as possible. Participations
therefore, appears to be important because it ensures that the teacher will be
able to assess conceptual understanding more easilys however, it remains an
illusive construct. What is lacking here is an understanding of how students
comprehend and interpret his criteria.
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2. Observing group interaction (See II. B. 1. for overlap)

Students work together on certain labs but are free to choose their
partners. He makes changes in seating or groups only if thev interfer with
the learning of others. In the case of a lesson with the purpose to review
the process of cell division by myosis and mitosis students were able to
choose between watching the film selected for class viewing or moving to the
adjacent seminar room to review their texts and complete the lab sheet on
their own or in small groups. It appears that how a student works with
others, how on task they are able to remain in a laboratory situation are
factors which affect the asgsessment ©f participation. It is unclear how well
defined these areas are for the students.

3. Using guestionnaires
This teacher would not use questionnaires.
4. Using interviews

There i3 not enough information about the teacher's informal conversations
with students. Formal interviewing would not likely be used.

5. Opinions of other teachers

There is no information that this teacher seeks out or is interested in
the opinions of other teachers. Given his philosophy, one would infer that
this does nst occur.

7 Opinions of parents

Parent opinion is not actively solicited nor do parents interfer or
involve themselves in any of his assessment decisions. The teacher has rarely
® had a parent call to gquestion a grade or judgment he has made about a
student. He views this as endemic to high school life.

At the appropriate week of the term the teacher sends home the notices of
students who are failing or have failed 2 term. He does this using the school
form. He calls attention to ahsences from class, missing homework assignments

® as they affect whether or not the student is participating in the class.

8. Past student records

In the cage of "problem students™ he has checked past records to gain an
understanding of the student when his or her behavior has been problematic.
® Jim, a senior in Experiential Biology, is a case in point.

Since September Jim had been a disruptive force in the class and one of
the reasons that the teacher believed the class was not doing truly advanced
work. "He's the limit to my resources. I have checked on his file and found
that he did some weird things in junior high, so he has a record to testing

® the limits. I have the impression that he is a kid who is tightly wrapped;
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any minute he could go flying off. But he is smart and clever. He is never
quite so blatant that I have had to take action. I do not know why I have
kept him here—--perhaps because I have not felt clear about what to do with

him. But it is not my job to try to mental work on students.”

In the third week of April the teacher had Jim removed from class.
*This is the first time I have ever gone to a counselor and saiu, 'I don't
have the documentation on this student. I just don't want him in my class
anymore. He's not participating.' I always provide documentation of student
behavior. The counselors know that when I ask for a student to be removed
from the class that I have dealt with it and exhausted all avenues., If I were
challenged I am on thin ground with this one but because I rarely remove kids
I can by-pass the process this time. He's getting D's but I am keeping kids
who are failing 80 I would have had trouble if I had to justify this solely on
the basis of academic work.

"After seeingd his counselor he came back and asked why he was dropped ond
I said, 'You were not participating. You don't need this class for
gradvation.' Jim retorted, 'But I need it for myself.' Actually he needed it
for his parents. His parents vanted him to have it and that finally becane
evident. I then set up an appointment with him, his counselor and me but he
didn't show nor have his parents called.”

10. Relative importance
The nature of the laboratory experience and the choice of student learning
methods does not lend to factoring out these methods.

C. Assessment of ability

1. Meaning of ability

For this teacher, ability ray mean full comprehension of material as
evidenced by conceptual attainment demonstrated through verbal and written
skills. Ability per se does not seem to be of major importance to this
teacher. Willingness to participate and sericusness of purpose would affect
whether a student was able to "do science.”

The teacher consciously avoids the word "ability"™ to describe his
students. He believes all students are capable of getting A's in his course
and he admits that he has a hard time understanding how students can settle
for less. He recognizes that high school students have many demands upon
ctheir attention. He doesn't expect all students to have the same enthusiasm
for science but he prides himself on getting moat of the students interested
in scwe unit of study at some time during the term. "A"™ students are known by
their performance and their contimious interest. Truly advanced students such
as those who take Experiental Biology are known as "those whom you can
interest in anything.® On a few occasions when he referred to his "A"
students and his "C" studeuts, he implied a asense of a capability to
conceptualize and critically assess the science experience. Just how much he
believed this to be developmental or innate remains unclear.
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2. Check decisions

® One of the problems this teacher encountered this year is that his
Experiental Biology class was not truly “advanced® by his definition. ‘Their
interest, commitment and attitude had consequences for his instructional
objectives in that the kind of activities he would have Planned as he had in
the past are just not possible with this group. The ability for a student to
sustain interest may be related to the environmemt or the effect of certain

® personalities on the group such as Jim {see sect 11. B.§ for a description}
for when Jim was absent he believed that the productivity of the class changed
dramatically. In former years the Experiential Biology class produced a f£ilm
in conjunction with the Northwest Film Study center. This year's group is not
*capable® of that because of failure in seriousness of purpose and attitude.

D. Text assessments

This teacher uses the text for some hamework assignments. There is no
information available that he draws from the text for oral questions for class
use. Because he rejected tests, I did not do an analysis of test questions or

® guidelines.

IIl. CRITERIA FOR SELECTING ASSESSMENT METHODS {A-K)

® Criteria for selecting assessments were difficult to discern and were not
brought out in the interview. It is questionable whether many of these
criteria are even a consideration for him in terms of his teaching framework.
His assessment methodologY consists of observation, interaction during class,
and review of written assigmments. It is fixed by long practice and seems not
subject to review on his part.

Everything he does must fit his purpose for teaching science as this is
the single most important criteria he uses for selecting his methods. The fact
that he uses a criteria so that his assignments can be translated into a grade
is secondary. His methods do match the material taught as do the
applicability to measuring thinking gkillas. The origin of the assessments are

® all his own as are the required activities. He would probably not consider
using any outside means of azsessment. Similarly there is no data as to
whether he considers ease of development, scoring and time a factor in how he
agsesses assignments.

¢ IV. GQUALITY OF ASSESSMENTS
A, Pparer and pencil Assegsments
The teacher uses no tests, Homework and laboratory assignments are
® considered regular assignments which are teacher devised for the most part.
¢ o
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He assesses these with a variety of means, from a simple check/plus system on
the hamework to written comments and oral feedback on lab assignments. These
are considered instructional devises rather than paper and pencil assessments,

B, Performance assessments

Performance asgessment is the chief method by which he measures student
achievement. Observations and teacher judgments do play a major role in the
agsessment of affect~~specifically student participation as the indicator of
motivation and seriousnesg of purpose. These agsessments determine the final
term grade and he specifies the standards of quality in his grading policy.

There is a clear description of the standard in his grading policy ana he
lists the criteria by which the notebooks are judged. Homework received a
plus for good work, a check for acceptable work, an "X" if it is not completed
and & slash mark if it is late. There are many homework assignments and they
appear valid. Records are carefully kept. Attendance is duly noted. Class
participation is not recorded. Performance samples are not used because he
believes that stifles creativity. It is difficult to discern whether students
are fully aware of the criteria and whether their grades would improve if the
teacher provided good samples of performance and took more time to communicate
expectations to students. The number of student failing grades (D's and F's)
ig problematic to me.

C. 0Oral questions

As noted in II.4 the teacher manages his questioning strategles
effectively, The range of questions during instruction are quite broad and
while the teacher's style is quite fast paced, he does manage sufficient wait
time. He uses questions as the chief form of assessment during lab and class
instruction but he keeps no records of student activity in this area.

V. FEEDBACK PROCEDURES

A. Oral and nonverbal feedback

Oral feedback is delivered most frequentlv on an individual basis during
laboratory time or before and after class. It is usually in the form of a
question or explanation regarding a student difficulty in understanding the
content or the activity. It is rarely negative, He communicates positive
feedback through nonverbal means, usually with a smile, certainly with his
attention to those who seek it.

The evidcace from observation confirms that the teacher makes no
differentiation in his interactions with students as to whether they are
strong/weak students or correct/incorrect in their responses or male/female.
He attends to whomever asks and manages to get around to all who seek him as
well as others whom he simply checks on.
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The atmosphere of the class is best characterized as one where students
are respected as individuals who are both capable and interesting people. The
teacher is both intense yet relaxed, always ready with a quick smile and &
recognition of a student’s humor. In terms of individual differences, he
says, "I try to keep blinders on. Occasionally it is hard to do as with a
student who came in with a mohawk style hair cut. Eventually I had to remove
kim.,"

His rule is never to discuss students in front of others and he prefers to
discuss performance or grades after class or aside from the group. It appears
that he restricts his classroom feedback to achievement and to those factors
that indicate level of participation in class discussions and labhoratories.

B. Written Peedback

Only a small sample of student notebooks were available for analysis.
Homework assignments were studied over a week's period but the evidence simply
suggests that written comments are rather sparce and that he treats stromd and
weak students the game. He indicated in interview that "'A' gtudents actually
don't need the feedback as much a8 the 'C' student® because they have “gotten
it.® He prefers to be positive vather than negative in his symbols and
comments and he likes to attend to misunderstandings immediately. 1In fact,s
everything that he does is immediate to the moment. This is consistent in
both the written and oral feedback.

Uses samples of performance as feedback...

He does not like to use sa®Ples of performance as feedback: either in the
form of former student work ©or in terms of his own work. He believes that
this can be limiting to the ingenuity and creativity of the students. I
conclude from the sufficient number of low grades (one-fourth of his classes)
that this could be strateqy for improving student performance.

VI. DESCRIPTION OF TEARCHER AND ASSESSMENT
B. Teacher's eXPenditure of time
1. Proportion of time spent in teaching activities

The teacher indicates that the majority of his out~of-class time is spent
in planning. He is constantly running around the schcol, gathering material
and equipment for class. One day every two weeks he travels to Eugene where
he continues his own research in genetics at the University of Oregon. He
believes that being a good science educator requires that teachers engage in
curriculum dévelopment through their own activity in their field.
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C. Teacher characteristics
Attributions for reasons of student success/failure.

These figures are inferred from the data available.

VII. TEACHER'S PERCEPTION OF STUDENT CHARACTERISTICS

This teacher views students as capable, responsible and interesting
people. He does not sterectype students. While variations cannot be ignored,
he would probably choose to consider differences as a human relations issue
rather than a curricular one. He pointed out where pProblems in such areas as
maturity, study skills and willingness to learn affect performance and
achievement. He does not view these general biology students as much
different from other groups he has taught in the past. The student
characteristics in the Experiential Biology class this year: however. had
affected the depth of gtudy and the level of pProjects in which the sgtudents
were able to be engaged,

VIII. ORIGINS OF POLICY

As a general rule, beyond requirements for reporting achievement
information and meeting attendance requirements, this teacher is either
unaware or does not consciocusly adhere to any school or district policies as
governing studant assessment.

He gives minimal compliance to all policies and procedures which affect
his teaching. He finally submitted objectives for his Experiential Biology
class to the district when it came to his attention that there was a district
wide curriculum guide. He pays no attention to it., however, because he
believes that those objectives are simply minimum expectations which he is
going beyond.

The fact that he doesn't give tests and is not sure whether or not his
colleagues know is an indication that if there is a school or department
policy regarding such practices it is enforced rather lcosely or arbitrarily.
He finally wrote up his grading policy when it came to his attention via a
student that he should have one in writing. He is a very independent teacher
who may infer that his reputation as a fine teacher allcws him some leeway in
terms of compliance to certain policies. 1In terms of content to be taught. it
appears that he goes well beyond usual standards.
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Irrelevant

Useless

Not usged

At et

Uninformed

E

Irrelevant

E

Useless

Not used

Uninformed

Irrelevant

Useless X

Not used

Uninformed

Irrelevant

Useless

Not used X

Uninformed
Irrelevant

Useless

Not usged

Uninformed

Irrelevant

Useless

Not used

Uninformed

Irrelevant

Useless

Not used

Uninformed

Irrelevant

Use less

Not used
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Well informed
Relevant

Useful

Used frequently

Well informed
Relevant

Ugeful

Uged frequently

Well informed
Relevant

Useful
Used frequently

Well informed
Re levant

Uge ful

Used frequently

Well informed
Relevant

Useful

Used frequently

Well informed
Relevant

Useful

Used frequently

Well informed
Re levant

Useful

Used frequently

Well informed
Relevant

Use ful .
Used frequently




1. Communicating affective
expectations

J. Providing test-tak
experience

A+ Relative importance
of purposes

Uninformed
Irrelevant
Useless
Not used

Uninformed
Irrelavant
Useless
Not used

N/B_

pele

N/

N/

X

Well informed
Relevant

Useful

Used frequently

wWell informed
Relevant

Useful

Used fregquently

Given "100 importance points® to distribute
across ‘the purposes listed helow, how would
ycu distribute those points to reflect the

relative importance of the decisions listed?

Diagnosing iadivadual needs

Diagnosing 9roup needs
Asgigning grades
Grouping for instruction
ldentifying students for
special gervices
Controlling and

motivating

Evaluating instruction
Compunicating achievement

expectations

Communicating affective

expectations

Test taking experience
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II. ASSESSMENT METHODOLOGY

® A. Asgessment of Achievement
1. Teacher-developed paper and Uninformed __ _ No_info _  Well informed
pencil tests and quizzes Inappropriate X Appropriate
Useless X Useful
Not used _X Used frequently
@
2. Text-embedded Paper and Uninformed ___ _ Mo info _  Well informed
pencil tests and quizzes Inappropriate X ippropriate
Useless X Useful
Not used X Used frequently
-‘ .
3. Performance assessments Uninformed X Well informed
Inappropriate X Appropriate
Useless X_ Useful
Not used X Used frequently
[
4. Oral questioning strategies Uninformed X Well informed
Inappropriate X _ Appropriate
Useless _X_ Useful
Not used _X_ Used frequently
@
5. standardized tests Uninformed N/A Well informed
Inappropriate _X Appropriate
Useless _X Useful
Not used X Used frequently
e
6+ Group assessment Uninformed N/A Well informed
methods Inappropriate X Appropriate
Useless X Ugseful
Not uged X Used frequently
&
7. Opinions of other teachers Uninformed X Well informed
Inappropriate X Appropriate
Useless X Useful
Not used X Used frequently
L 4
8+ Asgesement of reasoning Uninformed X_ Well informed
skills Inappropriate X Appropriate
Useless X  Useful
Not used X Used frequently
®
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® Useless

9. Regular assignments Uninformed
Inappropriate

S‘Sﬂlﬁl‘

Not used

)
P
|

10, Student peer rating Uninformed ___
Inappropriate

® Useless
Not usged X

bel<|

1l. Student self ratings Uninformed No_info
Inappropriate

°® Useless
Hot used X

bl

Well informed
Appropriate
Useful

Used frequently

Well informed
hppropriate
Useful

Used £requently

Well informed
Appropriate
Ugeful

Ugsed frequently

12, Proportion of all asgessments for all purposes that are of various types

® Teacher-developed paper and
pencil tests
Text-embedded paper and
pencil tests
Performance assessments
Oral questions

® Standardized tests
Opinions of other teachers
Regular assignmants
Group assessments
Student peer ratings
Student self ratings

9
13, Cognitive levels of questions posed in:
Study and Oral
® Discugsion Ouestions Questions
Recall 30% 20%
Analysis 10% 30%
) Comparison 208 20%
Inference 20% 30%
Evaluation 20% -
9
C o
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14. Strategies for integrating

assessment and

® instruction
15, Dealing with cheating
®
B. Assessment of Affect
® 1. Cbgerving individual
students
® 2., Observing group
interactions
® 3. Using gquestionnaires
® 4. Using interviews (formal
and informal)
" 5. Opinions of other
teachers
™ 6. Opinione of other
students
L ]
‘i © 4110e

Uninformed
Inappropriate
Useless

Not used

Uninforued
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Use less

Not used

Uninformed

Inappropriate
Useless
Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Rot used

101

X
X
.
X
.
.
.
.
.
X
. 5
.
—_ Noinfo _
X
> 5
.
NA_
-3
X
X
. Noinfo _
.
.
" ®oinfa
N/
. 5
.
X
N/
.
.
X
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Well informed
Appropriate
Useful

Used freguently

Well informed
Appropriate
Useful

Used freguently

Well informed
Appropriate
Useful

Used frequently

Wall informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used freguently

Well informed
Appropriate
Useful

Used frequently

Well infcrmed
Appropriate
Useful

Used frequently




®
7. Opinions of parents Uninformed X Well informed
Inappropriate X Appropriate
® Useless X Useful
Hot used X Used frequently
8., Past student records Uninformed X Well informed
Inappropriate X Appropriate
® Useless X Useful
Not used X Used frequently
9. cChecklist of affective characteristics measured:
o 1 Seriousness of purpose Code:
1 Motivation and effort F = formal aggessment conducted
1 Attitude I = informal assessment conducted
— Learning style
Interests
Values
® Preferences
e Bcademic self-concert
Locus of control
Anxiety
Maturity
—— Social skills
® study akills
Other (specify )
10. Relative importance of affective asgsessment methods:
e *Observing individual
students 60
*Obgerving group
interactions 27
Using queationnaires
Using interviews
PY (formal and informal) 10
Opinions of other teachers
Opinions of other students
Opinions of parents
Past student records 3
loos
® *The nature of laboratory experience and the student cheoice of learning method does

not lend te factoring out these methods.
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C. Agses £ Abilit

1. Meaning of ability for teacher
Value of this factor
for the teacher

Measurement of ability

Important

Measured formally
Measured informally

X

Not measured

X

Ingredients considered in assessment of ability, if measured:

FACTOR(S} INCLUDED IN ASSESSMENT

1.

MEASURED HOW?

Ability is not a factor separate from science achievement.

2.

3.

4.

Se

Unimportant

2. Check decisions influenced by results {(i.e.. change with varying levels of

ability).

Instructional objectives

Grading standards

T

Other {specify

Instructional strategies
Grouping for instruction {within class)
Methods for measuring achievement

Students selected for sPecial services

D. Text Assesgsments

Checklist of assessment comPOnents provided with text

~

ﬁ

T3

& 3

Ne info Oral questions for class use

X X _ Homework assignments

No info General assesament duidelines for teachers
X Paper and pencil tests

No info  Performance assessments
No info Scoring guidelines

No info Quality control guidelines
Other (specify
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III.

A,

B,

C.

D,

E.

F,

G,

H,

I,

Results fit purpose

Method matches paterial
taught

Ease of development

Ease of scoring

Origin of assessment

Time required to
administer

Degree of objectivity

Applicability to
measuring thinking skills

Effective control of
cheating

4110e

CRITERIA FOR SELECTING ASSESSMENT METHODS

Uninformed
Unimpor tant
Not used

Uninformed
Unimportant
Not used

Uninformed
Unimpor tant
Not used

Uninformed

Unimportant
Not used

Uninformed
Unimpor tant
Not used

Uninformed

Unimportant
Not used

Uninformed
Unimpor tant
Not used

tUninformed

Unimportant
Not used

Uninformed
Unimpor tant
Not used
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No_info

No_info

No_info

No_info

No_info
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Well informed
Important
Used frequently

Well informed
Important
Used frequently

Well informed

Important
Used frequently

Well informed
Important
Used frequently

Well informed
Impor tant
Used frequently

Well informed
Impor tant
Used frequently

Well informed
Impor tant
Used frequently

Well informed
Important
Used frequently

Well informed
Impor tant
Used frequently




J
J. Relative importance of criteria

Results fit purpose

Method matches material taught

Ease of development

Eagse of scoring

Origin of assessment

Time required to administer

Degree of objectivity

Applicability to measuring
thinking skills

Effective control of cheating

los
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®
IV. QUALITY OF ASSESSMENTS
° A. Percent of paper and Penci) assessments (teacher—developed or text-embedded)
having the following characteristics (need not total 100%):
3
—v. Clear description of aasessment specifications
Matcheg content of instruction
Py Matches cognitive levels of instruction
Minimizes time required to gather needed information
Iten format matcheg degired cutcome
Items clearly writteu
Items sample domain
Scoring procedures planned
® —— Scoring criteria written for essays
Clear directions
High quality reproduction
—— Teat scheduled to minimize distractions
° B. Percent of Performance assessments having the following characteristics:
$

100 Clear description of trait to be measured with levels of
proficiency articulated
,100 Matches intended outcomes of instruction
® 100 Minimizes time required to gather needed information
70 Clear performance criteria
Unclear Students aware of criteria
100 Thoughtful exercises yield performance samples
_100 Exercises sample performance domain
Performance rating planned
100 Results match information needs

®
C. Percent of gral duestions having the following characteristics:
2
° No_info Sawmpling methods cover range of achievement levelsg of students
100 Strategies involve everyone
70 Teacher waits for response
80 Student's response given supportive reaction
100 Questions match cognitive levels of instruction
Written performance records maintained
®
L J
L
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o
V. FEEDBACK PROCEDURES
® A. For oral and nonverbal feedback
Percent of feedback delivered to students who are:
3
50 strong (vs. weak)
P 50 Correct (va. incorrect)
50 Male {vs. female)
Percent of feedback having the following characteristics:
See explanation
¢ 3
75_ Delivered in class {vs. out of class)
100 oOral (vs. nonverbal)
50 public {vs. private)
100 Pair {vs. unfair)
P 70 Focused on achievement (vs. affect)
100 Germane (vs. irrelevant)
100 Immediate (vs. delayed)
90 Poaitive (vs. negative)
Y B. For written feedback
Percent of feedback delivered to students who are;
See explanation
3
PY Unclear Strong {vs. weak)
Unglear Correct (vs. incorrect)
—50_ Male (vs. female)
Percent of feedback having the following characteristics:
® ]
50 Ccsment (ve. symbol)
75 DPositive (vs. negative)
100 FPair (ve. unfair)
100, Germane (ve. irrelevant)
P 70 Pocused on achievement (vs. affect)
Uses samples of performance Never X Frejuently
as feedback
® Uses Public achievement chart Never _X Fruquently
as feedback
C O 410e
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®

VI. DESCRIPTION OF TEACHER AND ASSESSMENT
® A. Teacher's background

1. Teacher experience:. number of years: 15+ Overall

15+ At grade level
Unknown In school
__15+ With content

®

2. Relative contributions of variocus sources to teacher‘s knowledge of assessment

%
5 Teacher preparation training
® No_infe 1Inservice training
No_info 1Ideas and suggestions of colleagues
5 Professional literature
—. Teacher's guide to textbooks
90 Own experience in classroom

100%
®
B. Teacher's expenditure of time
1. Proportion of time spent in teaching activities
See explanation
4 3
30 Planning
30 Teaching (one on one)
30 Teaching (group)
10 Assessing (see list below)
P Other (apecify )
. 1008
2. Proportion of time spent in asgsessment activities {(pzper and pencil, performance
asgeassment, oral, assignments)
P 3
30 Reviewing and selecting assesaments*
30 Develeoping own assessments®
Administering
Scoring and recording
30 Providing feedback
® 10 Evaluating quality
100%
*Ag assignments
C. Teacher characteristics
4 Servant of policy
Curriculum maker delivering
Role in the clasarocm and presenter _X required content
1‘ Q
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(9

Expectations of

professional self Expects little

Structure neeads Rigid
View of high Correctness
quality performance demanded
Stereotypic view of students None
Attends to exceptional gtudent Never
Sense of performance norms Unclear
Orientation to experimentation ¥o risks
Orientation to cheating No concerIn
Amount of cheating None
value of promptness; importance
of timely work completion Unimportant
Interpersonal environment of
the classroom regarding assessment:
Cooperative None
Compet itive None
Attributions for reasons of
student success/failure:
See eXplanation
70 Due to student
30 Due to teacher
100%
Basis for grading students:
Sense of ability
100 Dpemonstrated achievement
100%
Interpretation of assessment:
———. DNorm-referenced
100 criterion-referenced
100%
4110e
109
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Expects a
great deal

Flexible

Degrees of
quality eval.

Expressed often
Frequently
Very clear

Risk taker
Major concern

A great deal

Important

Fregquent
Fregquent




VIiI.

A,

C.

D.

F.

G.

H.

I.

J.

Ability to learn

Willingness to learn

Rate of achievement

Maturity

Study skills

Social skills

Willingness to perform

Feedback needs

Self~assessment gskills

Senzse of fairness

4110e

Low
No variation
Variation ignored

Low
No variation
Variation ignored

Low
Decreasing

No variation
Variation ignored

Irresponsible
No variation
variation ignored

Undeveloped

No variation
variation ignored

Undevelcped
No variation
variation ignored

Reticent

No variation
variation ignored

Weak
No variation
Variation ignored

Undeveloped
No variation
variation ignored

Unclear
No variation
Variation ignored

110

TEACHER'S PERCEPTIONS OF STUDENT CHARACTERISTICS

-2
L
L
..
X
X
X
L
X
X
L
X
X
L
X
Xl
X
X
X
X
X
.
&
L
-

High
Great deal
Addressed

High
Great deal
Addressed

High
Increasing
Great deal
Addressed

Responsible
Great deal
Addressed

Developed
Great deal
Addressed

Developed
Great deal
Addressed

Willing
Great deal
Addressed

Strong
Great deal
Addressed

Developed
Great deal
Addressed

Clear

Great deal
Addressed




o
K. Reaction to testing Trangquil X Anxious
Ne variation N/A Great deal
® Variation ignored N/A Addressed
L. Parental expectations Unclear No info Clear
Low No info High
Unimportant X Important
° No variation _ _ _ Mo info _ __ Great deal
variation ignorea _ __ No info _ _  Addressed
VIII. ASSESSMENT POLICY
PY {See attached table)
o
o
o
o
o
@
C o 4110e
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BIOLOGY CASE STUDY #2

Background Information

This biology teacher is on the staff of a four Year high school located in
a predmoninantly working class neighborhood where few students continue on to
college. This observation was conducted over a three~week period near the end
of the 1985-86 school year.

The teacher has been teaching high school science for seventeen Years.,
She began as a student teacher in this particular schocl and has remained a
constant figure in tite biology courses ever since., Her schedule consists of
four classes of General Bioltuy and one section of Advanced Biology. There
are seven periods in the school dayr with one being designated for students to
consult with teachers and make=-up assignments or tests.

Advanced Biology is ar. lactive course which is described by a former
student as having the same context as the General Biology course except for a
8lightly more difficult text, The teacher indicates with frustration that the
text is the same gne thsut they axe using in the 9th grade class in another
high school in the district. She rates the text for her General Biclogy class
at a 7th grade level despite the fact that students ar2 predominantly
sophcmoras »5d juniors. Classes consist of equal numbers of males and females
averaging 22 students per class, In the Advanced Biology class., 5 students
were present during observation. The teacher reports consistently small
numbers in that class. The neighborhood has a large minority population
(Black and Southeast Asian) which is reflected in the school's student body.
But there are few minority students in these biology classes and only one in
the Advanced Biology class.

The biology wing utilizes an open space toncept with three rocms sharing a
common entry and partial enclosure, s0 the teachers must regulate the noise
levels in the room for fear of distracting students in the next room. Even
under the best of conditione, it is difficult to listen attentively from the
back row of the biology class when other classes are in session. The rowa
consists of laboratory tables and chairs with an adjoining storage room.
Blackboard space is minimal.

She quickly breaks forth at our first meeting about the research: "“You
must f£irst understand what kind of school this is and what kind of students we
have which make it different from other schools in the district. This is a
blue collar school., When I started teaching here 17 years ago there was a
high drop-out rate among students. Students went to work in the nearby mill
and stayed in this community to live. The mill is closed now and people have
to leave the community to work. Now there i85 a move toward higher education
among the students. There is more scholarship money available., We now have a
program which can provide money to students for two Years of college and if
the students prove they can do the work. they will get more money for the last
two years." .
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*I come from the south. I understand the importance of education and I
put ¢ lot of emphasis on getting things done. Some kids feel I'm concerned,
others say I intrrfere.

"Thege students respond best to hands-on learning. They have short
attention spens and need a lot of direction. There is a tremendous spread of
ability an@ interest in my classes. Therefore, You won't see long lectures.
I take a more elementary approach to science because kids still come to high
school from feeder schools without science programs.®

I. ASSESSMENT PURPOSES

A. Diagnosing individual student needs

This teacher does not appear to do anything special to diagnose individual
students needs or alter her curriculum plan based upon such information. She
does use ocral questions to determine student understandirg and she adjusts her
instructional pace based upon her observations aind her review of their daily
assignments. She giv's 20-22 assignments a term (see I.C.) and she considers
them generally to “get a picture of their weaknesses.” She evaluates how they
do the labs from this point of view: Are they failing to turn them in or
failing to complete them? Is there a basic lack of understanding? She
reinforces every concept twice (students complete a workbook along with the
text) as a matter of course because her experience indicates that students
need it. Her decisions abhout how much time students need in order to master
the routines and her asccommodation of the great variation of "abilities”
appear to be rather firmly fixed.

She mentions that, "I do malie allowances for cutside factors. Some of
these students come from terrible family situations and in the case of
domestic violence, they may have to leave in the middle of the night. A
student may say: 'We left our papers there.' I understand.”

B. Diagnosing group needs

(See I.A. above for explanation)

C. Assigning grades

"The purpose of the grade is to tell me how many students understand the
concepts being taught." Grades are an average of 22 assignments a term (i.e..
homework, special prcjects, preparatory work, tests, guizzes: notebooks., extra
credit assignments and effort) some of which are assigned points, others which
are noted with marks in the grading book. Straight cut-off scores are used
for the transformation: 90 percent = A, etc. However, the final grade is
actually at the teacher's discretion because she considers effort and extra
credit work heavily when a particular grade is borderline.

4143e
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Homework is checked immediately and entered in the 9radebook at the
beginning of class. It must be received by 3:00 of the day it is due in order
to receive credit. This ensures that the necessary laboratory materials are
avzilable and that the students will not forget the content under study.

At the beginning of the year, laboratory assignments are rated in terms of
whether simple procedures are carried out. During the gecond quarter:; shs
adds the ability to state a hypothesis to the rating process, and the third
quarter che adds the ability to state the conclusion of the experiment. The
lab prccedures a student uses are important. Good ratings go to those who
completed the lab, providing all steps and all information. The standard is
that the procedure should be so clear that another pPersen could follow:
title, purpcse, hypothesiss, materials, procedure and results.

Students are required to keep notebooks, in which they collect weekly
assigned vccabulary to be learned called "prep assigmnments,"™ using main ideas,
lab report, quizzes and drawings. These contribute to the grade.

The teacher 9ives extra credit assignments every week and borderline
grades are affected by whether or not a student does extra credit work. "I
don't ugse a formula in grading. Effort eguals extra work and participation,
such as coming in. bringing books to class: working together and doing the
labs in class.” She explains, "Mary had a 77 for the term. She earned a
letter grade of B because she does the extra credit assignments, which
indicate effort. Another student earned a 74 which should have been a C by
straight recounting but he did noc extra assignments sc he got a D. Ancther
student got a 66 which should have been & D but he got a C pecause he only did
2 extra credit assignments.”

*I'd rather make 3 mistake with a student because of commission rather
than omission. I try to give students every opportunity to demonstrate they
are learning and trying. But if I see it's a game, I will call them aside and
say, ‘I won't accept this.' Some students try all kinds of things."

D. GrouPind for instruction

This teacher does not group for instruction. She assists students to find
partners during a laboratory but deoes not expect or require teamworKk, nor does
she acknowledge learning styles and peer factors as considerations in student
choices. She simply hopes that students will be willing to do the work.

E. Identifying students for sPecial services

Counselors have the responsibility for placing students in science
courses. There had once been a department test which was given to determine
placement but it was archaic and has since been discarded. The teacher does
not seem to Kknow on what basis placement is made.
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F. Controllind and motivatind students

The teacher views her students as generally difficult to motivate and keep
on task. ©She believes they require constant direction and it is this view of
her students which dcives her instruction. Students in all the classes were
at least compliant and orderly if not always focused upon the work at hamd.

On one particular dsy she pointed out that 6 out of 29 students turned in
their assignments and that only 19 students were present. Why? "Because an
assignment is due'," but she made no comment to students about this fact.
While motivation is a constant issue for her, she infrequently uses assessment
to motivate or control. She uses an occasional question to direct the
wandering attention of a student, or to see what they knew about the material.,
but she does not call attention to student behavior or performance through a
reference to grades, or assessment. She emphasized that she spent a great
deal of time at the beginning of the year directing students, defining and
communicating both academic and behavioral expectations. Late in the year she
is simply playing out the script which she assumes students know. Whether or
not students fully appreciated how she judged their effort for the grade is
unknown.

G. Evaluating instruction

The evidence from observations and interviews suggests that this teachers
barely makes significant adjustments in her instructional treatments based
upon assessment data. She operates on the principle of reinforcing everything
twice, so students have an additional workbook to complete on each topic along
with the textbook and laboratory assignments. There is rno evidence that she
does this on the basis of special needs but rather on her eXperience with this
general student population over time.

She commented that her first period General Bliology class seemed slower
than her other classes because they asked a lot of questions. She did not
know whether it was the 9roup dynamic or simply the "working ocut the kinks™ in
the instruction. When I did an analysis of her grade spread, I pointed out
that in fact there were a greater number of A and B grades in her first period
class then in her other General Bioclogy sections. She was surprised at this
finding and then surmised, "Perhaps that group is just more inquisitive.™ I
conclude that she does not have specific evaluation strategies and does not
ponder the success or failure of a particular instructional treatment.

H. Communicating achjevement expectations

See I.A and I.C for additional explanation.

The teacher spends considerable time communicating what is expected. Her
main goal in General Biology is to have 70 percent of her students write up
labs correctly by third quarter. *The lab is already written down, (so it is
a copying exercise) but the purpose isn't always stated, nor is the hypothesis
or the conclusions. During the first quarter I really focus on this. By the
final exam they have to write the procedure and they apply it to a problem I
give."

4143e
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She uses oral questions, lab sheets and tests to let students know what is
expected of them. The sheer routine of the course reinforces what is
important to do in order to learn biology. Each Monday she writes the
assignments for the week on the board, with extra credit work included. This
allows her better students to work ahead. But it also communicates to all
what is expected.

I. Communicating affective exPectations

The teacher spends considerable time at the beginning of the year andg
again at the start of each quarter reviewing the rules and expectations
because she believes students need this constant reminder: Participation and
effort are important and one should come to class prepared, with homework
finished; completing the labs are important to student success. As noted
shove, this teacher occasionally uses oral questions to direct sttention and
comnunicate behavicral expectations. Bowever, she also uses of her nonverbal
ways to comsmunicate her approval, particularly as it related to student
motivation and effort. Students who are involved in the instiuction of the
class are more likely to sit near the front of the room and she allows these
students to dominate the student responses. Students who are uninvolved
appeared ta g9et less of her attention, even in lab time, although she always
manages to gec around to everyone at that time. In sum, those who express
some effort get her attentionl as approval. Those who do not, get much less of
her attention.

J. Test—taking experience
There is no evidence that the teacher provides practice in test-taking.
She dces, however, phase students into the writing of essays. During the

first term, students take only multiple choice tests. But during the second
term, when she feels they can handle it, she adds short essay questions.

I1. ASSESSMENT METHODOLOGY

A. Assgessment of achievement

1. Teacher—developed paper and pencil tests

The teacher indicated that she and her colleague wrote the end of the term
test together and used the same teacher~develcped quizzes. The teacher,
however, was not able to produce any of her quizzes giving me the impression
that the quizzes were a casual, hurried, assessment gevice.

2. Text~embedded tests

The teacher uses unit exams published along with the texthbook. These
parallel the student workbooks in content and format and match the cognitive
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levels of those activities which are generally recall, comprehension, and
inference. While she does not examine the quality of these closely, the tests
match the instructional objectives and are well designed.

3. Performance assesshents

This teacher relies chiefly upon her observation of student products and
interactions with students during labs and instruction to determine
understanding of material. Keeping abreast of the reqular assignments is her
chief means of assessing performance. {(See II.A.9. and I.C. for a full
description.}

Laboratory assignments are checked carefully to be sure students followed
the procedures. At the beginning of the year she uses a point system to
evaluate completeness (see I.C. for explanation}. But by the third guarter,
lab reports are given a check for completing the lab and providing all steps
and all information, or a plus for incomplete procedures. Zerces mean that
the lab assignment is unacceptable. Student laboratory work itself is not
rated, and she keeps mental notes regarding student effort.

As noted earlier, notebooks are required. These are evaluated in terms of
thoroughness, correctness, completéness and neatness. They are the
compilation of all daily assignments, labs, drawings and tests. Homework

assignments are simply checked as completed or uncompleted and duly noted in
the gradebook.

4. Oral quesationing strategies

When presenting or reviewing information, she generally uses an
interactive mode of instruction. One gets the feeling, however, that she is
operating on “auto pilot®™ when she is instructing the class because she seems
to hurry through the lesson with little <onsciousness of what is occurring in
terms of her questioning strategies. Analysis of interactions indicate that
few students respond, usually the same ones and more often the male students.
She will ask a gstudent to come to the board and nolve a problem. But she
usually prods the student along or completes the problem for the students.

She is quick to elicit the correct response and usually acknowledges a student
response with an "OK.® Little sustaining feedback is given. In interview she
is quite aware of who does or does not talk. But for those students who
choose to tune out in the pack or the side of the rooms there appears to be a
distance between teacher and student during class instruction time. She will,
however, take gome time with those same students when the class is working
individvally.

5. Standardized tests

Prior to the observations, the students completed a published test in
biology being given to California, Oreqon and Washington gtudents. The
teacher secured the test from a colleague and knew only that the purpose of
the test was to improve the instruction of biology. She2 wasn't sure what she
was getting back but she participated in hopes that it could assist her
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instruction. She was very conscientious about having the students complete
the follow-up questionnaire assesaing their affective response to the test.
Many of them indicated frustration, some confusion or boredom. The teacher

® was very accepting and nonjudgmental of their feelings. But it was clear that
she has had little experience with standardized tests.

6. Group assessment methods

These are not used, and there is no information to suggest that the
4 teacher is informed about such possibilities. She I :fers toc assess students
individually. Students may work together in laboratory assignments but the
efforts of each person is assessed individually which she considers a factor
in “effort.”

7. Opinions of other teachers

The teacher indicated that until the arrival of another female teacher in
biology last year, she felt rather isoclated and was slowly loosing incentive
to stay innovative and fresh. She has genuine admiration for her new
colleague apd it is evident that they are working closely on course Planning.
I have no data to suggest how sensitive the teacher is to other teachers'

® opinions about students, however.

8. Assessmen: of reasoning skills

The teacher wants tc know whether student “understand the material.® Her

questioning skills demonstrate understanding of higher order thinking skills.

9o She often asks, “Why?" but her general reliance upon recall level activities
indicate that she has limited strategies in this area. She recognizes that
the ability to state hypotheses is central toc science and works toward student
achievement in this area. However, she feels that students have such poor
study skills that this interferes with their success in reaching this level of
thinking.

8. Regular assignments

Assignments for the week are posted on the boarda so that more capable
students can work ahead. She always his extra credit assigmnments which are
usually completed by her “A® students. Homework i8 regular and consists of

L doing "preparation work:" completing laboratory assignments such as drawings:
writing up the labs in the notebook or doing workbook activities. A workbook
accompanies the text and duplicates the context for the purposes of
reinforcement.

She relies heavily upon a review of homework tc explore student learning.
9o Assignments are checked in the first minutes of entry to class. She first
notes who has completed assignments then she hapnds the homework back for a

quick review and check. These are cften written worksheets from the workbook.
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11, Student peer ratings

There is no evidence that peer or self ratings are used or regarded as a
viable assessment tool. Assessment is viewed as a highly individual matter
divected by the teacher. Past experience with student indifference might
deter her from considering such an approach, but given low student motivation,
this might be a useful tool.

12, student self ratings
See 1l. ahove for explanation.
14, Strategies for integrating assessment and instruction

The daily review of homework, oral questiocning of students, general
cbservation of student effort on laboratory and extra credit work are the main
ways the teacher integrates assessment and instruction. Given the products
students must develcp and the teacher's belief in the need to review and
reinforce the material, assessment and instruction are well integratea in
these classes.

15. student cheating

This issue was not explored with the teacher.

B. Assessment of affect
1. Observing individual students

Although the teacher appears to ignore most student behavior that is off
task, not toc much misses her, based upon the interviews. She looks for

effort and participation and rewards students who show such interest with her
attention, her favorite form of positive feedback. (See I.I. for further

explanation.)

When describing differences between students, she distinguishesa between
attitude ana effort. John, an A student, not only gets work in ahead of time
and typed neatly, but he stops by 7th period to ensure understanding of
assigrments and participates actively in class discussion. While verbal
participation is an important indicator of participation, it is not always an
accurate reflection of a student's v.derstanding. "Greg is quiet thunder. He
doesn't ask any questions but his .ssignments are always correct. He iz an &
student. I consider his background. He comes from a Private catholic school
where it is gquiet and respect is important. Matt on the other hand is quiet
but is always concerned about time, when it's time to go. Labs are regularly
incomplete. He doesn't ask questions. 50 it's hard to know whether he
understands what he's supposed to do."

2. Observing group interaction

See II.B.l1l for further explanation.,
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Students work together on certain labs but choose their own partners:
unless partners interfer with the learning of othera. If she sees that
students are working alone when they should be working togdether she will
physically assist a student to move to a group. Actively participating in a
lab is congidered a favorable indication of effort.

3. Using questionnaires

There is no indication that the teacher uses guesticinzires or is informed
about the advantages and limitations ©f their use.

4. Using interviews

Interviews are not used by this teacher. She dces engade in informal
conversations with students to yain an insight into their background. As the
examples in I.A. apd II.B.l. indicate, she uses such information to understand
variations in student class participation and effort.

5. Opinions of other teachers

There is no evidence that this teacher seeks ocut ©r is interested in the
opinions of cother teachers. As noted in II.A.7. her new colleadue is a
welcome support and provides the ingsight and creativity she has heen missing
in her professicnal contact for some time, How this influences her
perceptions of student affect is unknown.

6. Opinions of other students

There is no evidence that the teacher seeks cpinicens regarding student
affect from other students. .

7. Opinions of parents

She notes that the contact with parents is either non-existent or
negative. When she implemented a weekly computerized feedback system to let
parents know how students were doing the only reaction she got was: "Why are
you doing this?” She concluded that it was nct worth the time and effort.
Parent opinion is now neither sought after nor regarded as productive for
student performance.

8. Past student records
There is no evidence that this teacher uses past records of students.

9, Affective characteristics measured

Effort is the one characteristic which is tied to a particular indicator.
Students who do extra credit work indicate their effort and motivation and are
usually rewarded in the term grade. Because the teacher carries the weight of
17 years experience in a "difficult® high school, it appears that ipdicators
of student interests: values, learning styles are ianored. As discussed ahove
in I.A., she indicates sensitivity to students’ family situation especially
when she believes the student is sincere. The curriculum appears, however: to
be quite rigid apd rather impervious to student affective characteristics.
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c. ses of abilit
1. Meaning of ability

The teacher refers several times to "a wide range of abilities"™ in her

General Biology classes; her hAdvanced Biology students are not the "cream of
the crop."™ However:, there appears to be a confusion as to whether ability is
an innate cognitive factor or whether it refers to prior achievement. She
will say, "Tom is bright; his parents had an education. Unfortunately. there

® is no way to accommodate him with such a 4ide range of abilities.” At other
times she refers to requisite skills needed to perform the task at hand such
as the willingness to sustain effort or read at grade level and work
independently. In this context she states that m.ay of her students come from
feeder schools which still do not have science programs or give homework.
rendering some of them unable to work independently. For her, one of the

® characteristics of lower ability students is that they need to be directed
constantly.

2. Decisions influenced by assessment of ability

The teacher describes her instructional strategy in the General Biology
® classes as fluctuating from accommodating the low end to the high end of the
spectrum of ability so that all students will be reached at some time but I
dié not see how this was actualized. Instead I saw that she reinforces every
topic twice with an additicnal workbook activity whether all students need to
or not.

® She admits that she makes no special provision for the advanced Biology
class except that they use a more difficult text.

D. Text aggessments

] The teacher relies heavily on the teacher edition of the text. for unit
exams, activities and homework. Instruction follows the text and the students
use an additional workbook which accompanies the text.

L IIX. CRITERIA FOR SELECTING ASSESSMENT METHODS (A-K)

Criteria for selecting assessments were difficult to discern. In terms of
tests, the teacher relies heavily upon the text publisher's tests. She
constructs the final exam and until this year used only a multiple choice
format partly because of poor student writing abilities. She is making a

| conscious effort to include more writing in the tests this year but phases the
students into it slowly. It appears that she is doing this because ©f the
writing across the curriculum efforts and pecause she sees value in it for her
students.

Her unit tests indicate that she is minimally but adeguately versed in
9 test construction and that the kind of mental operations she fosters in her
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class are reflected in her test items. Most of her assessments are done
through review of the regular assignments (see II.9. for further explanation}
and are consistent with her purpose #nd match the content *aught. I infer
that efficiency is a factor in her assessment of these assignments. She is
somewhat informed about these matters but these issues afe not a primary
concern for her in her teaching.

IV. QUALITY OF ASSESSMENTS

A. paper and pencil assessments

Most of the items on the teacher made tests are recall and inference with
some comparison. True/false and matching were the most common format found in
both teacher made tests ¢nd text publisher's tests. Both kinds of tests
matched the content and cognitive levels of instructie:. Certainly the
publisher's unit test was clearer in terms of directions and production. One
teacher made final exam had typographical errors and repeated items. Overall.
the tests were adequate in meeting the teacher's expectations which were to
(1) indicate which students had "comprehended® the material, and (2) assist in
assigning grades for the term.

B. Performance assessments

The format for writing the 1. ratory reports is rather typical for the
discipline (see I.C. for explanation), but her standards of thoroughness.
neatness, and completeness emphasize correctness and neatness over creativity
and conceptual understanding. Students know the conditions for acceptable
homework and, as with the laboratory reports, these are conveyed repeatedly
through verbal rather than written instructions or examples. Effort and

participation are defined as, "coming to class with books:, homework.
completing laboratories, participating in class discussion and doing the extra
credit assignments.” Overall, performance criteria are vague.

C. oOral guestions

See II.C. for description.

V. FEEDBACK PROCEDURES

A. Oral and popverbal feedback

The evidence from observation indicates that this teacher attends to the
stronger, more able student. In interview she never pointed out an able
female student. Her style of instruction allows for students who afe willing
to dominate the class quastion/answer exchanges. She calls upon students but
boys tend to be the ones to call out unsolicited answers: thus trying to
contrel the verbal exchanges. She seemed to accept this.
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She is very gquick to "move in" on an incorrect response but is just as
likely to respond with, "CK," to esither a correct or incorrect response. BHer
manner indicates a concern for correctness and she might impatiently ask a
student, "Why are you doing it that way?"

On two separate occasions she reprimanded female students. One handed in
the homework after the due date and the teacher publically chastised her with,
"You know better than that by this time of the year." She was obviously

irritated by the student. On another occasion she registered obvious distain
for the rather defiant posture of one female student dressed in punk attire.

I did not observe her being as harsh on the male students.

While students are working on laboratory assignments or homework she is
quite accessible. She will respond to anyone who requests her and checks on
those who are drifting off. Those who sit in the front of the room tend to be
the more active students and they receive more of her feedback then those who
sit in the back of the room. It appears that by April she knows who is a good
student and who is hopeless and she appears to be more responsive both
verbally and nonverbally to those who are able and willing.

B. Written feedback

The teacher has always used some system to record grades so that students
know where they stand. Originally she posted assignments and quiz records on
the wall. She put a check mark if the assignment and quiz were done. Test
grades were not posted because that information is private. Two yes~ 3 ago she
started a computer system to provide a weekly print cut of grades but the
students "weren't ready for it. It was too frustrating to many. Some kids
wanted to always know where they stood but for the majority it didn't make a
difference. Parents signed it once a week and every 4 weeks I sent a letter
home on the computer to the parents. Only one parent ever wrote back and it
was negative. It was so much work. I concluded that I'm too accommodating.
Now I use a new gystem, a typed f.rm for student recordkeeping. Those who
want to can keep track of how they are doing. It is not required. Only a few
use it but it is their choice.”

The teacher selected the notebook ©f her best students to illustrate
student work. PFew written comments were noted. By this time of the year
students are simply receiving a check, plus or zero for their laboratory
procedures which must include all the steps. Homework is handled in a similar
manner. It is the student's responsibility to correct the written work if it
is done inadequately but scmetimes she dces add written corrections. £&he is
not likely to write comments at this juncture of the year. She still locks to
the homework to indicate student weaknesses or misunderstandings but she is
more likely to respond to these through instructional review with the whole
class. In general, very little written feedback is given.
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VI. DESCRIPTION OF TEACHER AND ASSESSMENT

B, Teacher's expenditure of time

1. Time spent in teaching activities

Most of her time is spent in group instruction; least is spent in
assessment-related activities, It is Aifficult to judge how much time this
teacher actually spends in planning., Biology requires a certain amount of set
up time but it appears that the textbook drives the course. Several times in
her presentations,; she seemed insuificiently prepared in the science area and
twice students corrected her misinformation. Her openness to the new ideas of
her collzague and willingness to coordinate the biology program more carefully
with her indicates that she may be doing more now than in the recent past.

2, Time Spent in agsessment activities

This teacner spends most of the assessment time on reqular assignments,
scoring, recording and providing feedback in terms of instruction. The text
publisher's tests are simply administered without much review and the
teacher's quizzes are constructed rather quickly. It is likely that the game
term exam is given from year vo year. In short, the assessment process is
established and receives little attention.

C. Teacher characteristics

This teacher ssems to genuinely like s:udents as she appears to like
People. Seventeen years in a getting with littie perceived support and a
student population known for learning difficulties has not negatively affected
her sense of professional efficacy., Within a narrowly defined concept of
science education she takes pride in the fact tnat she is considered a
demanding teacher but she leaves the obseiver with the feelinq of a teacher
who ig operating on auto control during instruction., The inte:personal
environment of the classroom regarding assessments is best characterized as
neither cooperative nor competitive, rather, highly individualistic, with
students appearing indiffarent and unresponsive to each other, Whether the
teacher views this as proper climate or whether gshe feels Powerless to change
the situation is unkpown., However, the positive potential of gtudent peer
relationships may bz a rich and useful strategy for her to develop, given the
motivational needz of the students,

She makez her decisions baseu upon her years of experience and this tends
to reinforce a stereotypic view of student cApabilities, The net result j;- to
constraint gtudent opportunities rather than expand them, For example, a
*misplaced” student once turned on the gas jets and lit a match, endangering
the students., Arother time, with a substitute teacher in charge, the students
threw out the frogs for dissection. Sne now simply avoids activities which
might be risky, costly or create manzgement problems.
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VII., TEACHER'S PERCEPTIONS OF STUDENT CEARACTERISTICS

The first thing the teacher tcld me was "there is such a wide range of
abilities in these classes that there is noc way I can accommodate the bright
student."” The teacher believes that the nature of her student population
seriously affects what she can accomplish with them, and for the most part,
variation within the student population on these characteristics is ignored,

An analysis of her grade distribution for two terms indicates that there
is little change in an individual's grade over the course of the year. only a
few students move a grade either way. Indeed, cne=fourth of her General
Biology classes receive D's and F's, On the one hand she mentions that every
student failure is her own failure as a teacher, but the evidence suggests
that she attributes more to student prior achievement and level of motivation
than to her own ability to intervene, There is little evidence that there are
changes in students characterisi{ics as the year unfolds.

Her strongest comments about her feelings about her students came in
response to questions about parental expectations. These expectations have
either been nonexistent or negative and thus have had the effect of
frustrating her or wearing down her commitment and energy.

VIIT. ASSESSMENT POLICY

Because of interview constraints, detailed information regarding her
knowledge of district and school assessment policy was not obtained., But this
teacher has been teaching in the same district and school for seventeen years
and knows the basic ground rules. Her assessment practices are within the
scope of commonly accepted teacher practice., She reports attendance and keeps
track of absences and tardiness waich do affect a student's grade. I 4 not
know if the school has a homework policy but her practice of requiring
homework to be turned in on the day it is due seems consistent with other
teachers’ pract’~e in the district. She is aware of and influenced by
district specif.ed policies regarding content to be covered, indeed, she feels
constrained by the district-mandated textbock she uses for General Biology.
Both she and her colleague believe that it is a poorly written bok with many
misspelled words and misinformation. But she continues to use it despite her
ocbjections.
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I.
®

A.
®

B.
®

c.
@

D.
®

E.
Qe

F.
®

G.
®

H.
®

ASSESSMENT PURPOSES

Diagnosing individual
student needs

Diagnosing group needs

Aszsigning grades

Grouping for instruction
within class

Identifying gtudents for
special services

Controliing and
motivating students

Evaluating instruction

Communicating achievement
expectations

Uninformed
Irrelevant
Useless
Not used

Uninformed

Irrelevant
Useless

Not used

Uninformed
Ir:.elevant
Useless
Not used

Uninformed

Irrelevant
Useless

Not used

Uninformed

Irrelevant
Useless

Not used

Uninformed

Irreievant
Useless

Not used

Uninformed
Irrelevant
Useless
Not used

Uninformed
Irrelevant
Useless
Not used
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PROFILE OF BIOLOGY CASE #2

X
-
X
X
X
X
X
X
—_— A
X
X
X
-
X
X
X
X
X
P3
X
X
X
X
X
X
X
.
X
.
X
X
X
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well informed
Relevant

Useful

Used freqguently

well informed
Re levant

Useful

Used frequently

wWell informed
Relevant

Useful

Usea frequently

Well informed

Relevant
Useful

Used frequently

Well informed
Relevant

Useful

Used frequently

Well informed

Relevant
Useful

Used frequently

HWell informed
Relevant

Useful

Used freguently

wWell informed
Relevant

Useful

Used freguently




I. Coomuyicating affective Uninformed X Well informed
expectations Irrelevant X _ Relevant
Useless X Useful
® Not used X Used frequently
J. Providing test-taking Uninformed X well informed
experience Irtelevant - Relevant
Useless X Useful
® Not used X Used frequently
K. Relative importance Given "100 importance points" to distribute
of purposes across the purposes listed below, how would
you distribute those points to reflect the
L relative importance of the decisicns listed?

Diagnesing individual needs
Diagnosing group needs
Agsigning grades 50
Grouping for instructien
® Ident ifying students for
special services
Controlling and
motivating
Evaluating instruction
Communicating achievement

: | |

® expectations 15
Communicating affective
expectations 10
Test taking experience 5

100 points

¢

L

®

®
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II. ASSESSMENT METHODOLOGY
A, Assessment of Achievement
1, Teacher-developed paper and Uninformed Well informed
pencil tests and quizzes Inappropriate Appropriate
Useless Useful
Not used Used freguently
2., Text-embedded paper and Uninformed Well informed
pencil tests and quizzes Inappropriate Appropriate
Useless Useful
Not used Used frequently
3, Performance assessments Uninformed Well informed
Inappropriate Appropriate
Useless Useful
Not used Used frequently
4, cral questioning strategies Uninformed Well informed
Inappropriate Appropriate
Useless Useful
Not used Used frequently
5+ Standardized tests Uninformed Well informed
Inappropriate Appropriate
Useless Useful
Not used Used frequently
6, Group assessment Uninformed Well informed
methods Inapprepriate Appropriate
Useless Useful
Not used Used frequently
7. Opinions of other teachers Uninformed Well informed
Inapprepriate Appropriate
Useless Useful
Not usea Used fregquently
8. Assessment of reasoning Uninformed Well informed
skills Inappropriate Appropriate
Useless Useful
Not used Used frequently
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9.

lo.

11.

12.

13.

Regular assignments

Student Peer rating

Student self ratings

Uninformed

Inappropriate

Useless

Not uged

KIK b<|b<

Uninformed

No info

Inappropriate

Useless

Not used X

Uninformed

Inappropriate

Useless

Not used X

Well informed
Appropriate

Use ful
Used frequently

wWell informed
Appropriate
Useful

Used frequently

Well informed
Appropriate

Useful
Used frequently

Proportion of all aggsessments for all purposes that are of various types

Teacher-developed paper and

Pencil tests

Text-embedded paper and

pPencil tests

Performance asgsessments

Oral questions
Standardized tests

Opinions of other teachers

Regular assignments
GrouP assessments

Student Peer ratings
Student self ratings

Cognitive levels of questions posed in:

Recall

Analysis

Compar ison

Inference

Evaluation

414 3e

Study and

Discussion QOrestions

S0%

40%

los

130 1586

Oral

Questions

50%

20%

20%

10%

wn

o
o

IH
O itn

o
o

o

Tests and
Quizzes

60%
15%
208

5%




14.

15,

1,

4.

Strategies for integrating
assessment and
instruction

Dealing with cheating

B, Assessment of Affect

Obgerving individual
students

Observing group
interactionrs

Using questionnaires

Using interviews (formal
and informal)

Opinions of other
teachers

Opinions of other
students

4143e

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not uged

Uninformed
Inappropriate
Useless

Noc used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used
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No_info

No info

— MNo info ___

— No_ info _

No_into

157-

Well informed
appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate

Useful
Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate

Useful
Used frequently

Well informed
Appropriate
Useful

Used frequently




]

®
7. Opinions of parents Uninformed X Well informed
Inappropriate X Appropriate
Useless X Useful
o Not usea _X Used frequently
8., pPast student reccrds Uninformed Ne info Well informed
Inappropriate X Appropriate
Useless X Useful
° Not used No_info Used frequently
g9, Checklist of affective characteristics measured:
I Seriousness of purpose Code:
° I Motivation and effort F = formal assessment conducted
I Attitude I = informal assessment conducted
Learning style
Interests
Values
Preferences
® Academic self-~concept
—__ Locus of control
Anxiety
Maturity
Social skills
Study skills
® I Other (specify: Family situation )
10, Relative importance of affective assessment methods:
Observing individual
< students 80
Ohgerving group
interactions 10
Using questionnaires
Using interviews
(formal and informal)
® Opinions of cother teachers
Opinions of other students .
Opinions of parents
Past student records
1lo0%
®
C., Assessment of Ability
1, Meaning of ability for teacher
Value of this factor Impor tant X Unimporx tant
for the teacher
&
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Seasurement of ability Measured formally
Measured informally
Not measured b
o
ingredients considered in assessment of ability, if measured:
FACTOR({S) INCLUDED IN ASSESSMENT MEASURED HOW?
® 1.
2.
3.
o 4s
5.

2. Check decisions influenced by results {(i.e., change with varying levels of
o ability).

Instructional objectives

Instructional strategies

Grouping for instruction (within class)
Methods for measuring achievement

[T

@ Grading standards
Students selected for special services
Other (specify )
@ D. Text Assessments
Checklist of assessment components provided with text
]
~—
o 4
b =)
q X Oral questions for class use
£ X Homework assignments
X General assessment guidelines for teachers
o X i Paper and pencil tests
no Performance assessments
no Scering guidelines
no Quality contrel guidelines

i

Other (specify )




®
III.
A. Results fit purpose
. .
B, Method matches material
taught
®
C. Ease of development
®
D. Ease of scoring
®
E. Origin of assessment
9 F. Time regquired to
administer
G+ Degree of objactivity
®
H. Applicability to
measuring thinking gki‘ls
®
I. Effective control of
cheating
®
®
q © 4143e
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CRITERIA FOR SELECTING ASSESSMENT METHODS

Uninformed
Unimportant

Not used

Uninformed
Unimportant
Not used

Uninformed
Unimpor tant
Not used

Uninformed
Unimportant
Not used

Uninformed
Unimpor tant
Not used

Uninformed
Unimportant
Not used

Uninformed
Unimpor tant
Not used

tninrformed
Unimportant
Not used

Uninformed
Unimpor tant
Not used
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X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
No info
No info
No info
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well informed
Impor tant

Used fiequently

Well nformed
Important
Used freguently

wWell informed
Impor tant
Usea freguently

Well informed
Important
Used freguently

Well informed
Impor tant
Used freguently

Well informed
Impor tant
Used freguently

Well informed
Impor tanc
Used freguently

Well informed
Impor tant
Used freguently

Well informed
Impor tant
Used freguently




J. Relative importance of criteria
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Results fit purpose

Method matches material taught

Ease of development

Ease of scoring

urigin of assessment

Time required to administer

Degree of objectivity

Applicability to measuring
thinking skills

Effective control of cheating
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v.

QUALITY OF ASSESSMENTS

. pPercent of paper and Pencil agsessments {teacher-developed or text-embedded)

having the following characteristics (need not total 100%):

%
0
100
0
No info
40

80

bt
]

=l
o

No inf

£

w
o

6
No info

o

Clear description of asgessment specifications
Matches content of instruction

Matches cognitive levels of instruction
Minimizes time reguired to gather nc2ded informaticen
Item format matches desired outccae

Items clearly written

Items sample domain

Scoring precedures planned

Scoring criteria written for essays

Clear directions

High gquality reproduction

Test scheduled to minimize distractions

B. rercent of performance asgessments having the following characteristics:

2
0

L O TN
(=] 1~0~]

-]
o

o

o

,

Clear description of trait to be measured with levels of
proficiency articulated

Matches intended outccmes of instruction

Minimizes time required to gather needed information
Clear performance criteria

Students aware of criteria

Thoughtful exercises vield performance samples

Exercises sample performance domain

Performance rating planned

Results match information needs

C+ Percent of ora) questions having the following characteristics:

)

L)
olEi

U\'N
[T 1]
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Sampling methods cover range of achievement levels of students
Strategies involve everyone

Teacher waits for response

Student's response given supportive reaction

Questions match cognitive levels of instruction

Written performance records maintained

136

162




V. FEEDBACK PRUCEDURES

A. For oral and nonverbal feedback

L
Fercent of feedback delivered to students who are:
70 strong (vs. weak)
70 Correct (vs. incorrect)
@ 70 Male (vs. female)
Percent of feedback having the following characteristics:
@ 70  Delivered in class (vs. out of class)
70 Oral (vs. nonverbal)
S0 _ Public (vs. private)
90 Fair (vs. unfair)
70 Pocused on achievement (vs. affect)
90 Germane (vs. irrelevant)
<@ 90 Immediate (vs. delayed)
70 Posgitive (vs. negative)
B. For written feedback
®
Percent ©f feedback delivered to students who are:
50 Strong (vs. weak)
20 Correct (vs. incorrect)
@ No info Male (vs. female)
Percent of feedtack having the following characteristics:
@ 10 Comment (vs. symbol)
__30  positive (vs. negative)
70 rair {vs. unfair)
100 Germane {vs. irrelevant!
_90 Pocused on achievement (vs. affect)
L
Uses samples of performance Never X _ Frequently
as feedback
Uses public achievement chart Fever X Frequently
< as feedback




VI. DESCRIPTION OF TEACHER AND ASSESSMENT

A. Teacher's bhackground

1. Teacher experience, number of years: 1?2  Overall
17 At grade level
17  In school
17 With content
2., Relative contributions of various sources to teacher's knowledge of assessment
methodology
$

20 Teacher preparation training
Inservice training

Ideas and suggestions of colleagues
Professional literature

o |

20 Teacher's guide textbooks
40 Own experience in classroom
100%

B+ Teacher's expenditure of time

1. Proportion of time spent in teaching activities

3

20  Planaing

20 Teaching (one on one)
S0_ Teaching (group)

10 Assessing (see list:below)
Other (specify

100%

2, Proportion of tjme spent in asgessment activities (paper and pencil, performance

asgessment, oral, assignments)

Raviewing and selecting assessments
Developing own assessments
administering

Scoring and recording

Providing feedback

Evaluating gquality

BlebEL -

100%

C. Teacher characteristics

Curriculum maker
Role in the classroom and presenter X
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Servant of policy
delivering
required content




Expectations of
professional self

Structure needs

view of high
quality performance

Stereotypic view of students
Attends to excepticnal student
Sense of performance norms
Orientaticn to experimentation

Orientaticn ¢5 cheating

Expects little
Rigid

Correctiess
fdemanded

None
Never

Un  lear
No risks

Ne concern

Amount of cheating None
value cof promptness; importance
of timely work completion Unimpor tant
Interpersonal environment cof
the classroom regarding assessment:
Cooperative None
Competitive None
Aattributions for reasons of
suudent succes3/failure:
9 70_ Due te student
30  Due to teacher
100%
Basis for grading students:
@
Sewse of abilisy
_300 Demonstrated achievement
loos
® Interpretation of assessment:
' .. . Norm-referenced
Critericn-referenced
0%
@
)
q : T(j 4143e 139

Ne info

No _info

Expects a
great deal

Plexible

n-~jrees of
Juality eval.

Expressed often
Frequently

Very clear

Risk taker
Major concern

A great deal

Important

Frequent
Frequent




viI.
A, Ability to learn
@
B. Willingness to learn
@
C. Rate of achievement
@
D. Maturity
@
E. Study skills
@
F. 3ocial skills
9 G, Willingness to perform
H. Feedback needs
@
I. Self-assessment skills
@
@
(« © 4l43e
ER]

Low
_ No variation
Variation ignored

Low

No variation
Variation ignored

Low
Decreasing

No variation
Variation ignored

Irresponsible
No variation
Variation ignored

Undeveloped
No variation
Variation ignored

Undeve loped
No variation
Variation ignored

Ret icent

Re variation
Variation ignored

Weak
No variation
Variation ignored

Undeve loped

No variation
Variation ig9nored
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TEACHER'S PERCEPTIONS OF STUDENT CHARACTEERISTICS

X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
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High
Great deal
Addressed

High
Great deal
Addressed

High
Increasing

Great deal
Addressed

Responsible
Great deal
Addressed

Developed
Great deal
Addressed

Developed
Great deal
Addressed

Willing
Great deal
Addressed

Stromg
Great deal
Addressed

Developed

Great deal
Addressed




VIII. ¥Wh wlicies influerce classroom Assessment?
at i tnfluence classr e ORIGINS OF POLICY

Federal State Distract School Department Collegial
h. Doeg a standard exist? A. no A no A. no inf A
. . Lnfo - yes
B. Dze:dtiggief know g- n/a ?:' no info 8. no info B. yes
stanqda . . C. . c. .
o |c. Dess it tmpct n/a no no info yes, all testing |
i Practice? How? & planning is '
g"' now done in
. cooperation with
:. E?a 2' yes ;' yes :' no ingo the new biology
: © ¥€s ©oyes * o anto teacher
2 |S n/a c. ¥eacher follcws| c. ¥eacher followpt: no info ¢
5 . . .
Z guidelines practice
§
A. no info A. no infn A no info A Ves
- B. no info 8. no infc B. no info B. yes
i c. no info ¢. no info c. no info c. homework due by
; 3:00 pm every
B & day
4}
-
" A, Yes yes
o B. yes . yes .
Y P ¢ class size class size
o a‘.’ﬁ within limits within limits
Q
—
o B . -
0 . A no 1info A, no A. no info
u £ B. no info 2 no 8. no info
o ga', § 1% no info ¢ no S no info
- £ .05
n o
"?0;\ wcgg
&
h. yves A, no Ii.nfo
g B. Ves B. no info
§ €. teacher follows <. no info
§ guidelines
L3
<
o A. vyes A. no info A, no info A ves
Yoy B. ¥Yes 8. no i1nfo B. no info B. YE&S
‘,:;g.h F C. teacher uses thg¢. no info €. no info C. see ahove
3‘,-‘5?0. & text selected
‘-’n%',s;? by district
o
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VIII. ¥Wh wlicies influerce classroom Assessment?
at i tnfluence classr e ORIGINS OF POLICY

Federal State Distract School Department Collegial
h. Doeg a standard exist? A. no A no A. no inf A
. . Lnfo - yes
B. Dze:dtiggief know g- n/a ?:' no info 8. no info B. yes
stanqda . . C. . c. .
o |c. Dess it tmpct n/a no no info yes, all testing |
i Practice? How? & planning is '
g"' now done in
. cooperation with
:. E?a 2' yes ;' yes :' no ingo the new biology
: © ¥€s ©oyes * o anto teacher
2 |S n/a c. ¥eacher follcws| c. ¥eacher followpt: no info ¢
5 . . .
Z guidelines practice
§
A. no info A. no infn A no info A Ves
- B. no info 8. no infc B. no info B. yes
i c. no info ¢. no info c. no info c. homework due by
; 3:00 pm every
B & day
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-
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o a‘.’ﬁ within limits within limits
Q
—
o B . -
0 . A no 1info A, no A. no info
u £ B. no info 2 no 8. no info
o ga', § 1% no info ¢ no S no info
- £ .05
n o
"?0;\ wcgg
&
h. yves A, no Ii.nfo
g B. Ves B. no info
§ €. teacher follows <. no info
§ guidelines
L3
<
o A. vyes A. no info A, no info A ves
Yoy B. ¥Yes 8. no i1nfo B. no info B. YE&S
‘,:;g.h F C. teacher uses thg¢. no info €. no info C. see ahove
3‘,-‘5?0. & text selected
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LANGUAGE ARTS CASE sSTUDY #1

Background Information

This English teacher teaches literature and composition at a 4~-year high
schocl in a working class neighborhood where few students are expected to
continue on to 4-year colleges. The neighborhood has a large minority

o population (Black and Southeast Asian) which is reflected in the school's
student body.

This teacher teaches five classes per day: American Literature (25

students, mainly scphomores)}:; two classes of Advanced Composition (17 and 13
students, respectively, mainly juniors); Advanced American Literature (22

9 students); and Advanced Senior English (26 students). There are seven Periods
in the school day, the seventh being considered a period for students to
consult with teachers and/or make up tests or assignments. This teacher has
one additional free period a day. She is also the advisor for the school's
National Honor Society chapter (which, she notes, is quite small).

) The students in this teacher's classes are primarily white. Her American
Literature class has the highest minority enrcllrment., about 30% (Black.
Hispanic and Southeast Asian). Girls ocutnumber boys in all but one of her
classes, and in Senior English the ratio is two girls per boy.

1. ASSESSMENT PURPOSES

This teacher states that ghe uses asseasment for various purposes: (1) at
first to get an "estimate of the house®™~to gee what she's got and what she
c2n expect of individual students; {(2) to teach ideas and concepts.

) particularlvy to identify or recognize any sparks and be able to encourage
them: (3) tc maxsure what the studente have learned; and, on tihe "upper end”
of the spectrum, (4) to measure what they've done with vhat they've learned,
that is, how it has changed their thinking.

F Y A. Diagnosing individual student needs

Sizing up: At the beginning of the year, the teacher collects a writing
sample from the students. The sample, which is never returned, is used by the
teacher for several purposes: to see if the student is properly Placed: to
identify any troubled students (the content); and to get an idea of the

9 student's power over the language: as a baseline for later concerns regarding
plagiarism.

Thrcughout the course of the semester, the teacher uses oral questions in
class, regular assignments and tests to monitor individual students' Progdress
and particular problems. This teacher seems to give considerable attention to

] individual needs. She likes to have students work on assignments in class so
that she can observe and be available to individuals as they need help. In
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her literature classes, although the emphasis is not on grammar, she usually
takes time to mark grammatical or spelling errors (but does not grade

® them~—she used to, see C. below) and if a number of students are having the
same problem she will adjust her teaching plan to clarify the point of grammar
in question,

B, Diagnosing group needs

In general, this teacher seems Very accustomed to diagnosing and
assessing, During our conversations she was always Judging, comparing these
clasgses to other classes she'd had., to other years:, to the other school where
she taught previously. I had difficulty getting a clear view of how she does
it, It seems that a lot of it is in her head, based on her many yvears of

9 experience (20). She does, however, use concrete forms of assessment to help
her form her judgments.

She commonly uses oral qQuestions to determine where the group is on the
assignment (re completion and understanding). Similarly. she uses the results
of written assignments and tests to identify the group's need for further

L ) clarification or emphasis on a particular topic.

C., Assigning grades

This teacher would prefer not to give grades if it were possible. She

9 remarks, "Who cares about specific grades? What is important is to be
successful and get scme learning.” On another occasion she exclaimed, "I
don't remember what grades I got in high school., Who cares?” (However., she
doesn't deny the utility of grades for getting into college.,) She tells her
students that she would be happy to give everyone A's if they did the
work=-you don't have to be brilliant to do well in her classes., Her grading

9 system is based on points, mainly because she feels it is easier for the
students to see where they are and what they need to make up., Also, with the
point system there ig no quibbling about an A~ or a B+ along the way. She
does, however, given an occasional Plus or minus final grade. Final grades in
a course are based on a percent of total points achieved:

® 88 - 100 = A
73 - 87 =B
68 - 77 = C
50 ~ 67 =D
Below 50 = F
@

Points on individual assignments and tests--which are mainly short answers and

essays~-are given based on how the group does, that is, they are

norm-referenced, rather than criterion-referenced., In fact, she cited an

instance when a class hadn't done well on an objective test (the highest grade

wasg 38 out of 50} and ghe had decided to toss it out completely {after making
® sure that no one would be hurt by that decision).
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In her literature classes she used to grade all writing on two levels,
content and technicai quality. 4. content or substance grade was the most
important. A student could get an A in the clasg if she brought her technical
level to a B, for example. But the teacher no longer grades on technical
quality (unless the course i3 focused on composition or grammar). However.
she continues to mark technical mistakes and may even take time out from
literary instruction to teach a point of grammar when the error is common
across a number of students. Why she decided not to grade the technical
aspects of English is a little unclear. 1In part it seems to have heen a
decision based on efficient use of her time and energy.

This teacher really seems to de-emphasiZe grades. She doesn't state the
number of points a guestion or an assignment is worth unless students press
her on it, and even then she may be rather vague, saying "Oh, I don't know:
what do you think? At least about the same as the last one." Assignments and
tests are returned with number of points over total number possible.
Occasionally a student will ask, "Is that an A?" and she will mentally
calculate it in her head on the spot.

She notes having had particular difficulty with the grades for her regular
(as opposed to aAdvanced) American Literature class last quarter. This ig one
of the lowest level classes she has taught. They do very little. For the
first time in 20 years she finds that her gradebook ig nothing hut a series of
"messages.” She notes that she is glad that the third quarter grades were
merely “adviscry"™ bhecause she was very dissatisfied with how they turned out.
She feels they did not reflect the students® abilities or how hard they
worked. She's not sure how she will handle it this quarter, byt she is
considering throwing out the grades and starting over, using the top students
as a standard. S5he notes that attendanck (presence in class} was "totally
chaotic,"” that is, students attended very erratically. She wants to figure
out a system that will encourage and reward attendance and that will be fair,
the implication being that fair equals a reflection of effort as well ag
quality. (I never quite understood what she meant,; even though I probed on a
different occasion=-she was perturbed by her grading of this class but didn't
explain the problem(s). According to the gradebook, there were far more F's
in this class than in any other.} :

D. Grouping for instruction within class

She generally teaches her classes as a group. However, gshe allows for
considerable differentiation in individual pace. Exceptional students who
complete their work on time (or early}! are sometimes allowed to do other work
for other classes or are given special assignments, such as additional
readings. She is willing to take time to meet with them to discuss such work,
either while the other students are working on an assignment in class or
during her free period or the 7th period. For example, in the Senior English
class, two girls were interested in doing additional reading that woulid help
them prepare for colleges go she arranged to discuss Candide with them and a
girlfriend of theirs who was already attending college. Similarly, a
Stanford-bound boy in that class followed up on her suggestions regarding
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additional readings when they were working on satire. In her Advanced
American Literature class she has allowed for considerable individuality of
interests by allowing students to choose from five different novelss she has
small groups of students reading these novels simultaneously (and must keep up
herself with all of themi. And even within those groups she has found that
gtudents are progressing at such different paces, despite her suggested
reading assignments, that she has decided to allow some groups to break into
two for discussion. {See G. below for more regarding pacing.)

E. Identifyind students for special services

She has had about a dogen mainstreamed kids in the last 2 yearss
identified as such by the administration prior to inclusion in her classes.
(Her main complaint about mainstreamed kids was administrative=-too much
paperwork is required of her to report back to the Special Ed. Dept.) She
noted that she recently found out that a particular student was mainstreamed.
They hadn't notified her. She said it had been clear to her that the girl
couldn't do high level work, but she was pleasant, worked very hard and turned
everything in. She gave her a B last quarter. She recently saw her overall
GPA and was surprised to see that it was a 3.5, but knew that something was
wrong, that they must not have been high level classes. Nevertheless, she
concludes that the girl will function okay.

She also gave the example of a girl who she determined had been placed
wrong. She was in the Advanced American Literature course and it really
wasn't fair, because she was doing perfectly acceptable work for the "regular"
American Literature class and would have received a better grade for her work
if she had been properly placed there. The teacher managed %o get the girl's
grade changed to reflect what it would have been had she been placed
correctly. She notes that she's not gure if she could write them down, but
she does have parameters within which she expects a class to fall, and each
group varies within those (if students are properly placed). Once in a while
someone is "all alone way beyond" and then she tries to give that student the
extra stimulation he or she needs (see abovel.

»

F. Controlling and motivating students

The students in these classes require constant monitoring and regular
reprimands for their behavior in class. This teacher prefers to deal with
problem behavior nonverbally {and indeed would prefer not to have to deal with
it at all!)--using a glare or & pause~-but finds herself compelled to use
other more overt methods to control and motivate the majority of her
students. In general she tolerates considerable “off~task"™ behavior in her
classes. (The extreme case was oné¢ day in Senior English when two girls were
allowed to work out in the halls because they could concentrats better there
than in the classroom!) However, she and the students have come to know each
other, by this time of year and have established certain limits beyond which
the students will not go. The students respect her and there is an
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undexcurrent of humor and even affection between teacher and students. Her
subtle sarcasm is not wasted on them, and even when they appear noi ir. Yespond
to her direct reprimands, they eventually settle down to work (if only Jfor
brief periods of time).

She does use various assessment methods to control and motivate students,
however. She sometimes targets oral questions at students who are obviously
not paying attention, particularly if they are becoming loud and obtrusive,
She noted that she occasionally uses a quiz “to wake them up” and det them on
task (I saw this only once, in one class at the very beginning of the class

period).

On numercus occasions the teacher remarked that students at this schocol
need to have everything broken down and graded {as compared to the cther
school at which she taught), Getting points for the work seems to be 2
motivator for these students, I observed several instances where she overtly
used the award of points to control or motivate kids, In one of the Advanced
Composition classes, a boy didn't want to do the essay part of the assignment
because he said it was too hard, The teacher responded that is was “"half the
points® and he immediately said, “Okay. I'll do it,.," She went on to look over
the rest of his paper and encourage him regarding how easy it would be and
noted that it was worth 20 points, In Advanced American Literature she
reminded the class that despite the fact that pecople were now reading
different novels they would all get points for the first parts of two novels
they had read together in class as long as they completed the assignments on
them, Also in that class in one of her more exasperated outbursts, she
threatened to give 0's for every day that students didn't bring their books to
clasg and have something to do.

G, Evaluating instruction

This teacher is very tuned into pacing her instruction to ensure that what
is being presented is appropriate and meaningful for the students so that
learning takes place., Consequently, she ig constantly adjusting, checking
progress,s revising timelines, reteaching when something isn't clear or they
just didn't get it, or simply doing the assignment over together in class,
She determines the need for this based on various types of assessments--oral
questions in class, homework and class-time assignments, and tests, For
example, by looking at the assignments heing turned in she decided that both
of the Advanced Composition classes were having difficulty with the passive
voice (the subject of the assignment). Students were on-task and putting a
lot of effort into their work., but they just weren't getting it, So she
decided to spend more class time on it, (She felt it necessary to encourage
them by saying that she would give them credit for what they'd done and then
help them improve it.)

There were also many times when she adjusted the pace of her lesson plan

to fit the progress of the majority of the class, This seemed to occur a lot
(because many students hadn't done the work at home). This may have been
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detrimental to students who were conscientious about the assigned work. 1In

some cases she did try to give those students added stimulation, but clearly
® needed to move the group along more or lesgs together, despite the potential

for boredom on the part of some. (See VI.C. Timeliness, for more on this.)

Perhaps the clearest indication that she uses assessment to evaluate
instruction {and achievement, of course) occurs when she postpones a test if
the students aren't ready to take it. This happened in the Advanced

L Com 'sition classes (when she found she needed to reteach before they were
rea.y for the test over the chapter) and in the Advanced American Literature
class, when small groups of students did not complete their readings as
quickly ac anticipated and she put off the test until they were ready.

3

H, Communicating achievement eXPectations

In a sense, all types of academic assessments communicate achievement
expectations, whether the teacher overtly intends them tc or not. The nature
of a teacher's ora) questions, study questions and assignments, and tests--all
give students clues about what is expected of them. I saw very little overt

® use of assessment to communicate achievement expectations. Once she said
"You'll need to know this for the test.” There was, however, one Very -lear
example of aszessuzent used in this way. The teacher told me about a test on
MacBeth she had given in the Advanced Senior English class during the first
half of the year on which everyone did so poorly that they were devastated.
There was one A and 14 D's., It was clear to her that they hadn't studied

® enough. So she decided to give them a second chance to prepare. She wrote
another test, the students studied Very hard, and the results were much
better. They knew what was expected of them.

I. Communicating affective expectations

As noted in F. above., this teacher prefers to use nonverbal ways to
communicate affective expectations., However, she does use oral question
targeting to control or draw attention to unacceptable behavior. She also
uses oral or written comments and grades to reward acceptable behavior (beyond
the quality of the work). For exampler I saw several papers where she had

& made an encouraging comment to a student who had obviously not oarticipated
regularly in the past. Por example, "I hope this is a sign t.._.. you are going
to begin to participate, (name).” or "This is 0 well done that it would be a
pleasure to have you here each day, (name). Can you manage to join us?”* 1In
class she might orally reward a student who had previously been off task by
noting that he or she had finished or had a gocd answer.

&
J. Providing test-taking experience
Other than initial tests in a new class which allow students to get to
know the teacher and her expectations {and which I did not observe), the conly
® time this teacher used assessment for this purpose waz in her two Advanced
q o
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¢
Conmposit ion classas when she gave them the Simulated Test of Standard Written
English {TSWE} and then went over it in class as a way of preparing them for
® one segment of the SAT, which some would take in the future, (The TSWE is
taken from Improving Collede Admission Test Scores--To Develop Cognitive
Skills and Test Familiarity. Verbal Workbook.)
K. (See form)
®

Additional Comments

Another purpose of assessment-—-not on our list--for this teacher is

accountabilit¥. Although she has very little contact with parents at this

& school (especially compared to the previous school where she taught), she
remarked that she keeps a column in her gradebook for class
participation/reading aloud (etc.), mainly for the benefit of parents and
administrators {but implied in this was that she used this assessment herself
but did not need the concrete scores for her own ratings as much as to justify
grades to parents and administators...).

Teaching thinking (or reasoning) skills was another assessment purpose

that arose from discussions with this teacker. She uses assessment to teach
kids to think and pull things together--particularly in essay tests or
assignments. She often does open book essay tests in which she'll even help
students find a particular spot in the book if they whisper the content but

o just can't find the placer because she is primarily interested in having themn
learn to use ideas and present them coherently.

IT. ASSESSMENT METHODOLOGY
A. Assessment of achievement
1. Teacher-developed paper and pencil tests and quizzes

This teacher prefers to develop her own tests and quizzes, particularly

@ for her literature classes, When asked if her training had prepared her for
the kinds of assessments she does in her classes:s she laughed and said
"Absolutely not!™ She then went on to sayr however, that her Methods course
was really pretty good (20 years ago?}, but there was no sustained training.
She feels teachers should share materials and methods and she tries to do so
with younger teachers. As a seasoned English teacher (who was the chair of

¢ the department at the school where she taught before), she developed the
screening test that her present high school uses in the feeder schools to
determine who will be placed in acceler ated English classes when they enter
high school. She and the acting head of the department and another teacher
independently score the results holistically. Her training i-: holistic
scoring consisted of learning from an art teacher who was an Achievement Test

@ reader at the school where ghe taught previously. and attending a workshop at
a local college taught by her old Methous teacher (a reader of SATs}.

"E l{llC 4108 149 176




With regard to her own classeses in developing a test she says she tries to
have scmething for everyone: some one-word answers: some €S8ays, sSome easy
questions and some opinion questions. Also, she always tries to weight the
test up front., so that if the clock runs out the slow ones or the ones who use
up the whole time and try te do a really good job won't be punished. If it's
a big test, she may spread it out over several days. She may do some of it in
class and assign some as a take~home test. (See previous sections for other
coamments re open~book tests and retesting if results are bad.) With regard to
test design she notes, "It is high school--I always have some paddingr (some)
easy guestions.” For literature classes essay questiocns are her preferred
assessment method, although she uses a combination a types of questions as
noted.

Beyoud the above considerationss how she judged the quality of her tests
wasn't clear. Using the Advanced Sr. English MacBeth test (referred to akove)
as an exanple, when the results were so poor, she didn't say it was a bad test
or it was too hard. She said the students werern't Prepared. She wrote
another test, the students studied again, and they did better. (It would have
been interesting to compare the two,) In the same class she alse noted that
they didn't do as well as she expected on a test on Gulliver's Travels and she
wags "mad” at them, (These two tests were from the third quarter.)

It is difficult to say how often she tests, She gives tests after
completicon of chapters in Advanced Composition: or after completion of a novel
or a group of short stories or a "unit® of satire selections or poetry. but
the timing ig not reqgular. She does not test routinely once a week, for
example. Rather: she allows the pace of learning to determine the timino of
the test--and as noted above, she is very flexible regarding the pace and will
postpone a test until the students and she think they are ready. Her
gradebook for last quarter indicates that study guestion= and assignments far
outnumber tests in all of her classes {(usually about two major tests per
quarter). Tests tend to be major reviews or comparisons and are usually worth
approximately three times the points of other graded activities, and each big
test seems to be about 1/6 of the total points for the term, although the
pattern is not clear cut.

2. Text-embedded paper and pencil tests and gquizzes

She prefers not to use these and rarely does., In her literature classes
she writes all the tests and guizzes. 1In her composition classes she may use

some text-embedded tests—-in general she said she made all her own tests, but
then later mentioned the composition book's suggestion that a final test on

vocabulary be given at the end, which she planned to do; it wasn't clear if
that was a text-embedded test or her own. 1 never saw the composition chapter
tests, unfortunately.

3. Performance assessments
This teacher is continually assessing her students' performan.e (via oral

questions apnd theix written work), but rarely in the formal sense of this
term. One example of formal performance asgsessment is when students read
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aloud in class (as in RAdvanced Senior English when the class was reading a
play) and she might make a mental or written note regarding their reading to

® include in her "class participation” column in her gradebook. But this forms
a very small part of her assessment procedures in her literature classes and
the quality of their reading is not as important as their participation,

The writing sample which she requests at the beginning of the school year

is another example of formal performance assessment (see I.A, above). Here
& she is clearly assessing the students®’ writing gkills. In literature

assignments and tests, however, she primarily assesses content., although

grading essays can be rather subjective and skill in writing obviously might

tip the balance for a better grade. She seems to be aware of this, however.

In the daily papers I saw she gave the same h’yh grades for short as for long.

elaborate answers if the content was correct., (A8 noted, she no longer grades
. J on technical worth of the writing, though she still notices it...)

In the Advanced Composition classes, the subiect lends itself to
perforcance assessment., I did observe assignments in which the point was to
write "an essay" and the components of what makes an essay had to be present
for the student to receive a good grade,

4. Oral questioning strategies

Oral questioning plays a very big role in her daily teaching and
assegsment of progress. She may start out a class session by doing what she
calls a "reality check," finding out where pecple are on the assignment by

® as!.ing the group as a whole and by targeting individuvals. She will ask if
they finished, iow far they got, and then specific questions based on the
assignment, (She gets amazingly honest answers re progress on the
assignment.} By this time in the term she has identified topr middle and
bottom students (based on previous performance/achievement) and will use this
knowledge to target students to judge if the class is doing the work and

) understanding it.

Linked ‘to this way of assessing progress is her use of oral questioning
during the instruction., She uses gra} guestions very skillfully to guide
students through the material (particularly in the literature classes),
starting with straightforward plot questions (recall) ano moving easily into

Y more thought-provoking questions about the interactions and feelings of
characters in the work and the significance at the time it was written and
now. (See 13 below re the cognitive levels of her questions.) Oral
questioning. then, is obviously a teaching tool which she uses well. But
while she is teaching she is also constantly assessing with this strategy.
Although she relies a lot on spontaneous responses, she targets individuals

< frequently. She attempts to get most of the students involved, but is not
always successful (in part because disrupti.. students require her
attention). Regarding her delivery of ora. guestions, she is tery
skillful--waiting for a response, probing to get the student involved.
encouraging and guiding when the answer isn’t quite right, building on a
student’s answer and thus encouraging more involvement and ownership of the

o discussion. She doesn't always supply the answer, hut looks for another
student to help ov.. The pace is lively, however., and she supplies
explanation when necessary.
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Except for her column on reading/class participation (with pluses or
blanks as grades), she doesn't keep written records of the assessments she
® conducts via oral questioning,

When asked about her preferred assessment methods, she replied that oral
discuszion with small group: of students (no more than 6) coupled with
individual essay writing was the best (and most fun) way to determine what a
student knows, I observed her use of this combination in her Advanced
F American Literature class.

£+ Standardized tests

This teacher feels standardized testing is not useful for teaching English

(her main focus is literaturej. She noted that the SAT is valuable (for

& college placement), but she stressed that students couldn't really study for
it in a brief period of time., She has tried to explain to parents that it
isn't useful to cram ids' heads full of vocabulary in preparation for the
SAT, The test is much more than vocabulary; it is a matter of life skills and
experience, Students from nonreading environments are at a real
digadvantage, However, she doey use ti.& Simulated Test of Standard Written

@ English (TSWE) to help pregare students for the SAT., The district distributed
this to all the schools., but she didn't know they had it until she came across
it in the library this year. tinlike the SAT, the TSWE tests only Seven or
eight things and she zan teach them all, During my week of observation in her
classes, she went over the TSWE in the two Advanced Composition classes to
Prepare etudents, She noted that the scores of students who had already taken

@ them were not good; the highest score was only 24 out of 50, She also
commented on the declining levels of SAT scores, remarking how different
things ar¢ now--one rarely sees a score above 7¢. or even in the 6003, Thus,
she seems to be using the results to ¢generalize about the level of students
she has today, even though she feels that Such standardized testz are nat
useful in her work.

e She also noted that once in a while it is usetul to refer back to
individual students' scores, giving the example of a boy who had puzzled her.
She wasn't sure why he wasn't doing the work, but found that he had done well
on the standardized test, 80 3he knew he was bright~-it wasn't a guestion of
abilit]’;

@

6. Group assessment methods

I 4did not observe any group projects in which students worked together fcr
a grade, The teacher mentioned one instauce last quarter in Advanced American
Literature when they did TV panels~-but the only credit they got was a check
@ in the gradebook,

7+ Opinions of cther teachers
This appea-ed to enter into her assessments very seidom, though I suspect

éhe uses this type of informat.on when she gets it, (I did not discuss this
o topic in interviews with her.,) She does eat lunch in the teachers' lunchroom
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and has contact with other teachers. so she has access to the opinions.
Since she believes in sharing materials and methods, it is iikely that
exceptional students (problems or outstanding students) are a topiz of
discussion from time to time, My Presence obviously inhibited rome of the
normal lunchtime conversation, Teachers did talk shop., however, as well as
socialize,

Un one occasion she Aid mention to me that she knew that a boy who had
been doing very little /v her ¢lasses and had begun to partic__ te was also
doing little work in other classes., (She was pleased to Sce him begin to tune
1n')

8, Asseasment of reasoning skills

As noted earlier, helping students learn to think and finding out how what
they've learned has changed their thinking is a major part of thir .acher's
purpose in teaching and in agsessing., wWhether or not sShe uses a
consciougly-defined taxconomy in selecting her questions is unclear., In
practice, however, she does build from recall questions to quastions requiring
higher level thir<i,g skills and uses a variety of types or levels of
questions in all aspects of assessment, oral questioning, study questions and
tests. (See 4 above and S and 13 below.) She notes that she herself is a
synthesizer, that she's not gcod at recall, but she uses recall questions to
get the students through the material,

9. Regqgular assignments

Assi 'ments are a major part of daily classroom activity. both in the
literature and in the composition clasces, In the Advanced Senior Engiish
class and in the Advanced American Literature class the teacher always writes
her cwn study/discussion questions. In the “regular" American Literature
class (whi<h she considers to be at a very low level) ghe selects questicns
from among the questions in the text of short stories they are currently
using, When I asked the basis for her selection of certain questions and not
others she replied that she was trying to turn these students into readers.
In some instances the questions were too hard, in others she didn't want them
to spend mere time on the topic. The bottom line was that she didn't want to
vurn them off, She feels that in this class they may have read more than they
ever have in their lives and she wants to encourage that.

When it comes to homework, she says students at this school "are bad," Of
the gophomores she doesn‘t ask for more than 30~40 minutes daily and only
assigns them reading as homework. In her "regular" American Literature class
(her lowest class) she only expects about 20 minutes 2f work outside of
class-=they're supposed to be reading a book beyond the class-time work. In
her writing classes., most of the wcrk is done in class because she likes to be
there to help and provide instant feedback. If the gtudents worked hard in
clasg they'd have little to do outside. During the week I observed, she
followed this pattern, with the exception of the Advanced Senior English
class, There she assigned more homework., inciuding a take-home test, She was
less explicit with these students about the "assignment"=--a pattern of working
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independently on the study questions once they were handed ocut seemed to have
already been established. However, at one point even the *top® student didn't
9 reaiize that she wanted the answers to some dictated questions turned in. The
teacher expects students to take responsibility for their own learning.
However, she feels a little disappointed in these seniors--it's the first time
" she's had seniors who just don't work very hacd.

In all her classes there were always numerous students who hadn’'t

® completed the assignment, and in almost all the classes she then gave time in
class to get it done. She expects students to do their own work, but feels
it's important to encourage peer collaboration (rather than competition)--to
get them involved and talking about the subject. Because papers trickled in I
never saw a complete set from any class. The random handfuls I did see were
graded with just a number over the total possible and an occasional

& encouraging comment. On essays and short answer questions her method of
assigning points is not spalled out, except that she reads what she expects to
be the top and bottom students® papers to get an idea of how things are going
to look. She notes that she is not infallible and recognizes that her grading
may vary slightly after reading a lot of papers, o she is always willing to
reread a paper if a student requests it. (This almost never happens.)

1l0. Student peer ratings

She does not use this method excevt informally when she encourages
situdents to help each other or improve on a student's sentence or answer. The
only other time I saw this was when she expressed exasperation after class

® about a student whose only contributi.n to class was an empty coke can, and
another student commented about that student's lack of potential for college.

11. Student self ratings

Since her philoscphy of teaching is to give the students responsibility
o for their own learning, she encourages them to lock in the gradebook and
evaluate where they are and what they need to be doing. Other than that, I
did not observe her overtly asking them to rate themselves on work {except the
occasional “"How are you doing?*). She noted that two students had dropped out
of her Advanced American Literature class to take a lower level class because
they had decided that they were non-readers.

12. {See form)
13. Cognitive levels of questions posed

(See form) Of interest here are the differences between levels of
< questions posed in literature classes and questions in composition classes.
The grammatical content of her composition classes causes them to have mure
recall and analysis questions and far fewer comparison, inference and
evaluation questions. Literature, on the other hand, lends itself well to
higher order thinking questions.
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Note: Some of the oral guestions -rere reviews of text or study
guestions, Also, literature tests and guizzes are under-represented since
9 dur ing my observations there was only one literature test and one l-guestion
guiz, whereas tyo composition tests were given and reviewed.

14, Strategies for integrating assessment and instruction

As noted in section II.A.4. above, this teacher relies heavily on oral

® questioning as an instruction and assessment tool and is extremely skillful at
weaving the two together. However, her lack of recordkeeping on such oral
asseasments makes this integration less than ideal. Another way this teacher
integrates assessment and instruction is by orally coirecting or reviewing
assignments and tests in class. She uses this often as an instructional tool.
especially when the results of an assessment indicate students are having

® problems with the material. I did not see peer editing used, except
informally (peer collaboration). As noted previously. in the composition
classes she did use the TSWE zs a practice for real test-taking and went over
it item by item in class as well,

15. bealing with cheating

I saw little evidence of her overt strategies for dealing with cheating.
In one class before the test she said, "Okay, test-taking position."™ and kids
gstraightened arcund in their seats, but in another she actually left the room
during part of the test (was this because I was thete?}., I did see students
turned around and even talking during tests. (The atmosphere implied that
® these were not very serious tests.)

Plagiarism: She is aware of this as a problem. Recall that she keeps
writing sampleec on file in for later raview of students' command of the
language. I observed an instance when she asked a student to bring in the
books he had used as references for a naper. She commented o me that there

@ was no way that the ideas in that paper were his. Unfortunately, the books he
chose to bring in were not the ones where he got the ideas, I observed one
instance of copied work on an in-class assignment. Two boys' papers on “a
personal time of change” were almost identical. In these cases she would talk
to the students and give them a lesser grade,

B. Assegsment of affect
l. Observing individual students

By this time of the year:, this teacher has clear ideas about her students'
] behavior. The teacher seems to be genuinely interested in her students as
individuals and to consider then as such. Many times in discussing the work
of students she would explain to me the family circumstances that might be
causing disruption in the student's 1life a: the time, for example, and thereby
causing a certain behavior problem. (However., she is not a teache. who gets
heavily involved in the lives of her students outside of class. ‘he has
o decided that the school has other personnel whose job it is to do that,)
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It seemed that most of this teacher's problems in teaching related to the
social behavior of her students. Some days she would throw up her hands in
disgust. Otiier days she would sarcastically comment ahout the environment in
the room=- "Lost it again, huh?" when the noise level went from that of quiet
concentration to restless chatting and teasing; "peace, peacer peace™; “maybe
we should try mwusic" (to calm them). As noted, she used oral questions to
control some behavior. Because her classes tended to have such short
att -tion spPans and tended to display disruptive behavior frequently, her
approach to it wag primarily reactive, responding once the noise level had
reached some intolerable state or a student had gone beyond some limit
(defined in her mind and at least socmewhat in the minds of the students--they
seemed to know when they were out of line, though a few continued to challenge
or be sassy). In this sense-gquieter, troubled students get less attention in
class (because of the necessity to control the class); however, she givea
serious thought to her students, thelr work, and their behavior. She holds
many mini-conferences with individuvals--during class when students are working
at their desks and after and before class.

On occasion she filled out a Student Warning Slip to send td the officz,
for example, if a student was continually tardy or never brought his book to
class. This slip would caus: a note to be sent to the parents. It seemed she
kept these glips for a day after filling one out to see if the pattern
continued. On one occasion when the student did bring his book the next day
she encouraged him by saying that she was going to tear up the slip (he didn't
even know she had filled one out). Another time she noted to me that a
student wvas really trying since she had sent a warning slip, so somebody must
have talked to him.

Affective traits that she considers (based on my observations and our
conversations,; but not based on direct questioning of the teacherj):
motivation and interest (as seen in atiendance and tardiness--big
problems’-~and in class participation and wjllindnesg to do the ork);

discipline (concentration and application to the work): respect (for the
teacher and the class}; disruptive behavior (loud talking or shouting,
physical activity in class such as running, shoving, throwing things. etc.).

She has well defined performance criteria (regarding affect), but it takes
several days in her class to become aware of this. She notes that she doesn’t
maintain a really tight ship because she thinku a restricted environment would
not help these kids learn. Except for her ¢hecks in the gradebook regarding
class participation and occasional notes to herself or warning slips. she dces
not keep good concrete recorde of her assessment of affect. She has taught
for so many years that her eXperience has ghown her that she is a relatively
good judge of behavior (this is my sense of the situation}.

2. Cbserving gr¢ > interactions

GIoup interactions clearly give her clues to jindividual affective traits.
especially early in the year .or term. In her classes there were many small
group interactions going on daily (usually the same participants). An example
of what she inferred from these i3 ner comment on two girls who have not
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per formed well and usvally sit together: One is doing much better now, does
perfectly acceptable work when she settles down. She does fine when the other
girl is not zround, so she'll probably be okay if the other one doesn'’t come
back to class. (The other has done nothing at all in class.} The teacher
goes on to note that of course it sometimes works the other way around too;
the girl who is settling down could have & positive influence on the other.

3. Using guestionnaires
I saw no use of these.
4. Using interviews (formal and informal)

As noted above, this teacher does meet often with individual students °‘n
mini~conferences to discuss their performance and behavior, and sometimes to
discuss the quality of their work {(achievement). I'm not sure if she tries to
do this an equal number of times with each student. It seemed to me she did
it more with problem students, next often with exceptionally gocod students,
and least often with average students. She remarked to me that she felt an
English teacher could often do more than a guidance counselor for a
student-~but this was in the context of helping a marginal student think about
Planning and choice of classes, rather than specifically about behavior.

No use of formal interviews was observed or discussed.
5. Opinions of other teachers

I saw and heard very little about the opinions of other teachers regarding
affect, though I know they talk in the lunchroom and there I heard other
teachers comment about the behavior of specific students.

6. Opinicns of other students

The teacher asks students where scmecne i8 or what's the matter with the
absent student (while taking role, for example}. Students know by now that
she is concerned for their welfare. I did not _bserve her gathering their
opinions, but I do know that she occasionally uses "the grapevine™ to» get a
mesgage about behavior to a student. I see no reason te think she wouldn't
gather information that way, tco. 1In-class interactions when students police
their peers also give her information about individual students' behavior.

7. Opinions of parents

She notes that there i3 preciocus 1ittle contact with parents at this
school (especially when compared to the parental involvement at the school
where she previgusly taught-~involvement ¢here was excessive). One instance
of parental contact during my week of observation: A mother wrote the teacher
a letter recognizing that her daughter was having difficulty in school and
might not graduvate and asking the teacher to help her make it through. This
letter was in response to a failure warning sl1lip sent hcme. The teacher feels
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that the girl is not a bad student; if she will just attend class and trys the
teacher is willing to find a way to get her through, This will require
special attention, because there is no way the girl can make up the many
assignments she hasn‘'t done along the way.

8. Past student records

I found no mention of looking at past student records {other than
screening tests) regarding student behavior. The teacher has had some of
these students in other classes in the past, in which cases she has personal
experience with their past records and it appears that they do, indeed,
influence her assessment of their behavior.

9., and 10, {See form)

C. Agsessment of ability

Ability per se does not seem to be of major importance to this teacher.,
She says students den't have to be brilliant to do well in her classes.,
Willingness to try is more important to her thap ability. However, she did
occasionally use the term “"able™ or “"capable" to describe students., And she
often commented on how her teaching at this school was necessarily on a lower
level than it had been at her previous school, (Wihether this was abjlity or
achievement or both is difficult te determine,)

In trying to identify how she measures students' ability and how it
affects her teaching, it is sometimes hard to separate ability from
achievement. Affective factors are also entwined in this issue, When she
says that she knows what a girl is capable of based on having had her as a
student in a previous class, she is probably measuring a combinration of
ability, achievement and affect. {(In any case, her assessment was accurate:
When given a second chance the girl went from a D to an A,) When she
complains that the third quarter grades for the regqular American Literature
class don't reflect their abilities: how does she know what they are capable
of doing (as separate from what they have been willing to do}? When she talks
about certain individuals as Lcing very capable, what tips her off? Scme of
the first clues for her are humor or sparkle, a quickness of mind, a spark of
interest ignited, I3 she thinking in terms of ability when she remarks that
you can't teach critical thinking skills to everyone?--with some students you
simply cannot explain why a basic statement is illogical, but with someone
*quick®™ it's easy.

Her sense of students' ability does influence her teaching, She nakes a
special effort to meet individual students' needs {even though it complicates
her life as a teacher considerably). She individualizes her instructicnal
objectives and strategies as much as possible. She groups for instruction if
it can be done within the parameters of the lesson plan, meeting separately
vith students who are farther ahead in their reading or providing extra
assignments and outside time for exceptional students. Her methods for
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measuring achievement may be flexible too—-recall, for example. the girl she
was willing to help finish school even though she wouldn't have fulfilled all
of the requirements, She also notes that F's usually mean that the sgtudents
didn't come to class; if they attend she can psually get them through. Her
grading standards vary also, as reflected by the case of the girl whose grade
in the advanced class was equivalent to a better grade in the regular class
where she should have been placed; the teacher got the grade changed. She has
had to lower her expectations for her Advanced Senior English class (and
consequentlyY her grading standards) compared to Tlasses at that level in other
years.

This issue is complex and often unclear, She sadly remarks on the
declining SAT scores. attributing this to a decline in the reading the public
does, rather than to a decline in abilities., Yet she locks to the results of
standardized tests when she is really puzzled about whether a student’s
performance is due to lack of ability or some affective factor.

D. Text assessments
(See form)

II1I, CRITERIA FOR SELECTING ASSESSMENT METHODS

A., B, and E. Results fit purpose, method matches material taught, and origin
of assessment

This teacher does this intuitively. The best exaiples are when she
gselects only certain questions from the texi-embedded questions or prefers to
write her own entirely. {However, there are several reasons for writing her
own--freedom to choose a wide variety of books for which assessments are not
necessarily available, many Years of experience writing assessments,
preference for her own way of guiding learning via assessment... I am not
sure 1f she bothers to find out what assessments are available for the
literature she selects, unless it happens to come with the edition she has.)
Since her major purpose in teaching, especially in literature, is to get the
students thinking, she prefers assessments (whether oral yuestions, study
questions or tests) which help her see how their thinking is progressing.

Her methods seel to match the material well. In her composition classes.
which are currently focused on aspects of grammar and writing style, she uses
the text questions, which call for recall of points of grammar and stylistic
terms and samples of writing, Her literature class assessment methods are
specifically designed to assess recall of the materials read, analysis.
inference and evaluation of theme, etc., and comparison among works.

C. and D. Ease of develoPment and ease of scoring

Eagse of development does not appear to enter into this teacher's
assessments. The fact that she provides variety to her students by allowing
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them to choose from many different books to read, all of which she too must
read and for all of which she writes study questions and tests, is ample
evidence that ease of development iz not foremost in her mind. She admits
that it might be a factor occasionally., depending on outside circumstances.
She takes ease of scoring intn account more frequently, although the number of
ghort answer and essay questions on both her study questions and her tests
belies this concern. She notes that in the interest of sleep and energy she
sometimes Las to do things that don't take a lot of time to grade. She uses
holistic scoring on writing. and, as noted, has stopped scoring technical

wr iting mistakes.

F. Time required to adminjstsr

This is relatively unimportant. She seems 80 fccused on making sure that
learning is going on. that she is extremely flexible ahout the time it takes.
For example, if necessary, she may spread a tes: out over several days. (A
separate, but related issue is her willingness to put off administering a test
until the students are prepared go that they really have a chance to show what
they know.)

G. Degree of obiectivity

Very litile was said apout this. Her questions and tests reflect a
concern for facts as well as interpretation (combining recall with other tybes
of questions). She remarked that wien they were studying Shakespeare last
term she was a stickler for textual proof of what they thought, "no wild blue
yonder theories." However, the way she assigns grades often requir»s a great
deal of teacher judgment, thus lending itself to a more subjective basis for
gr ading.

H. Applicability to measuring thinking skills

- .

‘ As noted on- several items here, this is of top priority with her.

I. Effective control of cheating

She seems to feel that she knows what they can do and so can tell when
they've copied. (See examples under II.A.15. above.l} I think she would
prefer not to have to be bothered with this issue. She prefers a
collaborative learning environment, but recognizes the need for individual
assessnent. At least on daily assignments she is rather cavalier about
cheating, I think. Since I only saw a few tests, I'm not sure how strict she
can be. The testing environment I saw was not very strict.

J. (See form)

4108e ‘ 160 1 8 7




IV. QUALITY QF ASSESSMENTS
(See foirnm)

V. FEEDBACK PROCEDURES
{See form)

Note: It is sometimes ¢ifficult to separate feedback regarding
achievement from feedback about affect. The importance of this difference is
reflected in the percent of oral and nonverbal feedback focused on achievenment
compared with the percent of written feedback focused on achievement. The
disruptive behavior that goes on in this teacher's classes requires that
oral/nonverbal feedback focus more on affect than does written feedback. The
classrcom environment also affects the amount of positive feedback given
orally. This teacher is very positive and encouraging in her comments about
achievement (though she will say when something is wrong). However, much of
her feedback (both oral and nonverbal) in the classroom is negative {even if
subtle, sarcastic or humorous) becausz the students' disruptive behavior
demands her atteantion. Thus, overall, her written feedback tends to be much
more positive than her oral feedback. In writing she often tries to add
encouraging comments.

Regarding use of samples of performance as feedback: She occasionally has
a student read ap answer as an examPle. I couldn't discern any pattern re
choice of student (it wasn't always--or ever?~- the top or bottom students).,
as this didn't happen often. More often she would mention the names of
students who had completed their work or were at the peint everyone should aim
for.

VI. DESCRIPTION OF TEACHER AND ASSESSMENT

A, Teacher's background

This teacher started teaching at this school in 1964 and taught here until
1973, when she had to take a 1-1/2 Year leave of absence due to illness. She
resumed teaching in 1975 at another high school (which serves a more affluent
community of students across town). She taught there for 10 years, rising to
be the Chair of the English Department. Two Years ago she returned to teach
at the high school where she teaches currently. (See II.A.l. for more
information about her training.)

B. Teacher's expenditure of tine

She spends 16-18 hours per week outside of class, not counting exam
preparations. She comes in before 8 a.m. and stays until 4 o § p.m. daily.
never works on Saturdays, but does usually work part of Sunday. (For other
details of A, and B. see form.)
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C. Teacher characterigstics

I have commented on many of these topics earlier.

This teacher definitely sees herself as a curriculum maker and presenter.
However, she does believe in departmental consistency and continuity with
regard to curriculum. Therefore., when she returned to this school last year
she consulted with another member of the department so that she could give
some coherence to the English curriculum. (She laughed as she remarked that
not everyone does that and gave the example of a 2l-year~0ld teacher who once
taught Moby Dick for the entire year because it was his favorite book!)

She geems to have considerable freedom to choose materials (especially
supplementary materials). She noted that in her regular American Literature
class they had done Death of a Salesman, even though she knew that it was
usually done in the advanced clas®, because she was sure that those kids would
never get to that level (assessment?!) so there was no concern for
duplication. She has very high expectations of herself as a professional.
Sometimes it sounds as if she would really 1ike to work with more motivated.
harder=working kids, On other occasions she seems very dedicated to turning
these kids on to the enjoyment of literature. In either case, she is very
professional about her role in the process.

High quality performance: She is not rigid about the correctness of
responses, unless dealing with a point of grammar or a fact of a plot. In her
literature assessments. she allows for variation of interpretation at times.
For example, last term on the Advanced Senior English test on Gulliver's
Travels she gcanned through the tests to see what she had before grading and
found variation on what Guiliver represented:. so she decided to accept a
cluster of interpretations.

Her view of her students is only stereotypic when she globally compares
them with the students at the hig: school where she taught before. Otherwise
she gseems very aware of individual per sonalities and outside circumstances.

Per formance norms: She seems to have very clear, but unwritten and pretty
much unstated performance norms.

Exper imentation: She is very open to trying something new. She is very
Pleased that having the Advanced American Literature class work on so many
different novels simultaneously is working out so well. It was an exper iment
and she wasn't sure it would work with this group, but they are handling the
rather independent individual and small group work well,

Orientation to cheatind: As noted, she do:e not seem very concerned with
cheating. She did remark that she is more careful with “announced® tests and
does not return them until all make-up tests are done., (However. she does not
change the test for the make~up.) She also noted that on regular assignment
papers turried in late ahe sometimes sees that someone copied from a paper that
had already been handed back, but she goes on to say that she has too much to
keep track of and can’t always remember what's been turned in.

4108e 162 1 8 9




Amount of cheating: I'm not at all sure how much cheating goes on--I saw
few tests or papers ducing the week of observation. And her tolerance of a
noisy classroom (with lots of ocff-task behavior) and her encouragement of
collaboration on daily assignments made it difficult to define "cheating”
regarding daily activities.

Value of promptness and timely work completion: As Previously noted, in
her classes the assignments drag on and trickle in. She herself remarked that
she receives "endless late papers.” She grades on the merit of the piece, but
puts a box around the score in her d9radebook for any work that is turned in
late. At the end of the quarter she can see at a glance the number of boxes
{late papers) a student has and she will take that intoc consideration in the
final grade. In class she publicly anncunces whose papers are still not in
{though it didn't seem to phase the students).

Interpersonal environment of the classroom redarding assessment: As
noted, she prefers a collaborative environment. She notes that in this
country our heavy emphasis on competition keeps us focusing on individuals.
She thinks a better learning environment is achieved when students are
encouraged to help each other. She had discussed the differences between
classrooms in Sweden and in this country with the school's Swedish exchange
student, who explained that in Sweden when kids finish a task they help
scmeone else, There a lot of cooperation takes pPlacer a lot of kids engage in
discussing the subject or tasks, and students feel "gocd vibes” re helping or
getting help fram a peer. She chuckled when remembering how teachers at the
other school where she taught thought thé Scutheast Asian kids were cheating
whgn they helped each other on a test or task.

Reasons for student success or fajlure: Her definition of success would
be £0 turn her students on to the enjoyment of good literatures she's not

looking for English majors. However:. in this schocl she knows she's mightily
challenged to meet this goal. Most of her students do not come from "reading”
homes.

She does not take the responsibility for success entirely on herself. Her
stated philosophy is that the students are old enough to be treated like
adults and therefore are responsible for their own learning. I think that
since she has the confidence that she'’s a good teacher she would attribute
most of the responsibility for success to the student. Success can also be
measured (and usually is) in terms of a passing grade. Her Power and
influence over success or failure by this definition are evidenced by her
statemer.t that if students have been placed properly and if they attend class,
she usually can get them through.

VII. TEACHER'S PERCEPTIONS OF STUDENT CHARACTERISTICS

As noted, in general she has decided that students at this school are not
very motivated or mature and therefore do not perform at very high levels.

4108e 163 1 90




Their study skills are nearly nil in many cases. She tries to encourage
independent learning and responsibility for one's own progress, but finds that
she has had to lower her expectations and monitor. encourage, spoon feed. and
prod students far, far more than she has had to in the past. 5She feels that
her students' feedback needs are greater than before and she has had to give
points and credit for everything. (This seems a bit contradictory to the lack
of jnterest observed among students regarding completion of work and response
to feedback when they got it.)

Sense of fairness: She says the students know she'll reread a paper if
asked, but they almost never have requested it. I did not have much
oppor tuaity to talk with the students themselves. The atmosphere in the
classroom (although often noisy and disrespectful} seemed to be accepting of
the teacher's authority and knowledge regarding the subject beinc taught.
Also, at lunch one day another teacher passed on a compliment to this
teacher. Appaiently she had overheard a student talking abcout a really good.
conscientious, hard-working teacher and it turned out to be this one.

Reaction to testind: She feels students in this school are very blase
about tests. Again she compares them with students from the other school.
There, at finals time kids would be cramming in the halls even. Here, the
atmosphere in the halls is hardly different from any other time of year and
some students will even arrive in class and ask "What are we doing today?” or
arrive at the wrong time to take an exam. I ohserved a few students reacting
with semi-panic when they mistakenly thought they were being given a test
(unannounced). In another class at one point she assured the students, "This
is not a test, just study gquestions.”™ Once a boy commented that he was very
hard on himself in testing situations and she remarked that she thought ons
needed a certain balance between relaxation and tension to handle tests well.
She gave me the example of a Vietnamege student who she thought had the
appropriate amount of tension and responded well in testing.

Parental expectations: Commented on above. Her comparisons of the
excessive involvement of parents at the other school {"always beating down
your door™ to argue about a few points, even though they said they weren't
concerned with grades) and the dirth of parental involvement here highlight
the influence parental involvement can have in shaping a teacher's assesasment
methods and the assessment environment (need for accountability. specifi-
issues of interest to parents, etc.).

VIII. POLICY AND ASSESSMENT

This teacher has been tecaching in the district for 20 years and thus knows
the bagic ground rules. However:, when I asked about specific policies she was
usually vague about them.

Testing: She hasn't had to read for standardized testing for years, so

she is not sure what the "RITs" (State 9raduation competency tests) require
for reading now. She feels that reading kills the Southeast Agian kids--they
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study hard, do their homework., get passing grades:, but can't pass the
RITs--and yet they'll be able to go out, get jobs, and func’ ion fine. She
notes that making standards for all isn't really appropriate or fair. (I did
not get information about school standards regarding course-specific testing.)

Homework policy: She supposes there is one written down scmewhere and
remembers that the teachers had to come vp with something once, but she
obviously follows her own perceptions of the students’ needs and, more
important in the day-to-day classroom operations, their willingness to do
homewor k.

Attendance: She reports attendance daily, keeping track of absences and
tardiness. These are major problems in this school and the attendance officer
is kept busy. (He escorted several gtudents to class during the week I
observed.) This teacher geems to have congsiderable discretion in this area?
she is willing to find ways to help gtudents complete a course even when they
have been absent much of the time.

Content of the curriculum: as noted, ghe believes in continuity and did
corfer with the department when she planned her courses last year. She noted
that the English curriculum at this high school is a jumble this year because
they are in the process of changing to fit the district curriculum {at least
regarding levels). For example, the dirtrict specifies that American
Literature be taught on the junior level; at this school it has been a
gophanore=-level course. Next year they will conform to district
gspecifications. She would welcome gome vomparability with district standards
to gage the problems ©of gtudents who transfer.

4178e 165 1 9 2




ww 0ot
. A

I o — —
W —
.
| B G
ERER
B ==
—_ = =
b — N Y
= U= s IR i
1.0 mm AT W ey

 ABCDEFGHIJKLMNOPQRS IUYWXYZ

1.5mm abcdefghy parstoowxyz 1 235567890

ABCDEFGHIJKLMNOPQRSTUYWXYZ
abcclefghgklmn%p%rstuvwxyz
1234567890

2.0 mm




I.

D.

PROFILE OF LANGUAGE ARTS CASE #1

ASSESSMENT PURPOSES

Diagnosing individual
student needs

Diagnosing group needs

Assigning gralies

Grouping for instruction
within clase

Identifying students for
special services

Controlling and
motivating students

Evaluating instruction

Communicating achievement
expectations

Communicating affective
expectations

Providing test-taking
experience

4108e

Uninformed
Irrelevant
Useless
Not used

Uninformed

Irrelevant
Useless

Not used

Uninformed
Irrelevant
Useless

Not used

Uninformed
Irrelevant
Useless
Not used

Uninformed
Irrelevant
Useless
Not used

Uninformed
Irrelevant
Useless
Not used

Uninformed

Irxelevant
Useless

Not used

Uninformed
Irrelevant
Useless
Not used

* Uninformed

Irrxelevant
Useless

Not used

Uninformed

Irrelevant
Useless

Not used

166

X
X
X
X
X
-
X
X
X
-
X
X
"
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
--x -
X
X
~Ea
X
X
X
~X

133

Well informed
Relevant

Useful

Used freguently

Well informed
Relevant
Ugeful

Used freguently

Well informed
Relevant

Useful

Used fregquently

Well informed
Relevant
Vseful

Used freguently

Well informed
Relevant

Useful

Used freguently

Well informed
Relevant

Useful

Used freguently

Well informed
Relevant
Useful

Used freguently

Well informed
Relevant
Useful

Used freguently

Well informed
Relevant
Useful

Used freguently

Well informed
Ralevant

Useful

Used frequently




K. Relative importance
of purposes (to the teacher)

Given "100 importance points” to distribute
across the purposes listed below, how would
you distribute those points to reflect the

relzative importance of the decisions listed?

Diagnosing individual needs 1ls
Diagnosing group needs 16
Assigning grades 5
Grouping for instruction 5
Identifying students for
speciaf services 5
Controlling and
motivating 10
Evaluating instruction 16
Cammunicating achievement
expectations 15
Communicating affective
expectations 10
Test taking experience 4
100 points
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1I.

ASSESSMENT METHODOLOGY

A. Asgessment of Achievement

1.

2.

3.

4.

S.

6.

7.

8.

9.

10.

]

Teacher~develoned paper and
pencil tests and gquizzes

Text-embedded pPaper and

pencil tests ard quizzes

Performance assessments

Oral questioning strategies

Standardized tests

Gloup assessment
methods

Opinions of other teachers

Assessment of reasoning

skills

Regular assignments

Student peer ratinga

4108e

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformea
Inappropriate
Ugeless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

X
—— X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropr iate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

(Heard of one, but didn't see)

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Use less

Not used

Uninformed
Inappropriate
Use less

Not usad

Uninformed
Inappropr iate

Use less
Not used

168

X (Not sure)Wwell informed

>

>

E b B

Mlxbﬂk

_{Not known)

195

Appropriate
Useful
Used frequently

Well informed
Appropriate
Useful

Ugsed frequently

Well informed
Avpropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently




11, Student self ratings Uninformed _{Not known} Well informed
Inappropriate X Appropriate
Useless X Useful
Not used X Used frequently

12, Proportion of all assessments for all purposes that are of various types
This depends on the subject being taught., Overall for all classes:

Teacher-deve loped paper and
pencil tests 12
Text—-embedded paper and
pencil tests

Per formance assessments
Oral questions
Standardized tests
Opinions of other teachers
Regular assignments 3
Group assessments

o

H

| ol

-

Student peer ratings V)
Student self ratings 1
1008
13, Cognitive levels of questions posed in:
Study and Oral Tests and
Discussion Questions Questions _Quizzes
Recall
See attached
Analysis
Compar ison
‘Inference
Evaluation
14, sStrategies for integrating Uninformed X Well informed
assessment and Inappropriate X Appropriate
instruction Useless X Useful
Not used X Used frequently
15, Dealing with cheating Uninformed X Well informed
Inappropriate X Appropriate
Useless X Useful

Not used X Used frequently




II.A.13. Cognitive levels of guestions posed in:

Study and Discussion Questions Oral Questions Tests and Quizzes?*
Text-embedded Teacher-deve loped
All Lit. _Comp. All Lit. cComp.| All Lit. Comp. All Lit. CompP.
Recall 39% 16% 73% 23% 23% - 47% 43% 61% 49% 58% 43%
Analysis 7% - 18% 1l1ls 11% - 14% 10% 26% 33 3% 55%
Comparison 4% 6% - 8% % - 6% 6% 4% - - -
" Inference 46% 73% - 44% 44% - 24% 31y -~ 14% 34% -
3
Evaluation 4% - 9% 14% 14% - 10% 10% 9% 3% 5% 2%

*all teacher—-developed
(I did not tally the TSWE questions.)

1

o

7
198
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B. Agsessmept of Affect

1, Cbgserving individual Uninformed X Well informed
students Inappropriate X  Appropriate
Useless X yUseful
Not used X Used frequently
2. Cbserving group Uninformed X Wwell informed
interactions Inappropriate X_ Appropriate
Useless X Useful
Not uged —_— X Use@ frequently
3+ Using questionnaires Un informed {Not known) Well informed
Inappropriate Appropriate
Useless Useful
Not used X Used frequently
4, Using interviews (formal Uninformed X Well informed
and informal) Inappropriate X Appropriate
Useless X Useful
Not used % Used frequentiy
5+ Opinions of other Uninformed X Well informed
teachers Inappropriate X Appropriate
Useless X Useful
Mot used X Used frequently
6. Opinions of other Uninformed X —__ Well informed
students Inappropriate X Appropriate
Useless X Useful
Not ugsed X Used frequently
7+ Opinions of parents Uninformed X Well informed
Inappropriate X Appropricte
Useless X Useful
Not used X Used frequently
8. Past student records Uninformed X Well informed
Inappropriate X Appropriate
Useless X Useful
Not uged X Ugsed Erequently
9. Checklist of affective characteristics measureds:
F Ser iousness of purpose Codes
F Mot ivation and effort F = formal assessment conducted
I Attitude I = informal assessment conducted
I Learning style
I Interests
Values
Preferences
I Academic self-concept--she knows who thinks of self as good
student or poor student
e Locus of control
I Anxiety~-especially re test~taking
I Maturity
I Social skills
I Study skills
Other (specify }
4108e
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®
10, Relative importance of affective assessment methods:
{To the teacher)
® Obgerving individual
students _40_
Obgerving group
interactions 30
Using questionnaires 0
Using interviews
® (formal and informal) 15
Opinions of other teachers 4
Opinions of other students 2
Opinions of parents 4
Past student records 5
100%
®
C. essg t Ability
1. Meaning of ability for teacher
Value of this factor Impor tant _X_ Unimpor tant
¢ for the teacher
Measurement of ability Measured formally X
Meagured informally X
Not measured
o . .
Ingredients considered in assessment of ability, if measured:
FACTOR(S) INCLUDED IN ASSESSMENT MEASURED HOW?
1. Previous performance Standardized test scores;
® quality of work and grades
2, Quality of work
Teacher 's observation and
3., Spark/interest experience with other
classes, years:. schools
o 4. Timeliness of work

S

2+ Check decisions influenced by results {i.e., change with varying levels of
® ebility),

X Ingtructional objectives

X Instructional strategies
X Grouping for instruction (within class)
X Methods for measuring achievement
® X Grading standards
X Students selected for special services

Other (specify )

€ o
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D. Text Assessments

Checklist of assessment components provided with text-depends on the class

See attached

i

T

Oral questions for class use

Homework assignments

General assessment guidelines for teachers
Paper and pencil tests

Per formance assessments

Scoring guidelines

Quality control guidelines

Other (specify
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II.D. Text Assessments

Checklist of assessment components provided with text - depends on the class.

Literature
Regular Advanced
Am. Literature Other » Composition
= 3 A
i 7 3
(] ~ —
E: g w0 T8
- 5 i 3 = 3
Oral guestions for class use ® Some No N/A X X
Homework assignments X Some No N/A X X
General assessment Juidelines
for teachers bon't know No N/A bon't know
Paper and pencil tests Not sure No N/A pon't know
Performance assessments Not sure No N/A pon't know
Scoring guidelines bon't know No N/A pon't know
Quality control guidelines Don't know No N/A Bon't know
Other No N/A

* Advanced American Literature and Advanced Senior English.
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III.

A.

Results fit purpos.

Method matches material

taught

Ease of development

Eage of scoring

Origin of assessment

CRITERIA FOR SELECTING ASSESSMENT METHODS

Uninformed

Unimpor tant
Rot used

Uninformed

Unimpox tant

Rot used

Uninformed

H ot 10 I KIKK

Un impor tant X

Bot used X

Uninformed

Unimpor tant

IKN%

Not used

Uninformed

(if good)=-~Unimportant X

Time required to
administer

Degree of objectivity

Applicability to
measuring thinking skills

Effective control of
cheating

Relative importance of criteria

(1£ good}

Not used

Uninformed

|

Unimpor tant

peb<

Not used

Uninformed

IK Ibﬂ

UnimPOrtant

Kot used X

Uninformed *
Unimpor tant

Not used

|

Uninformed

Unimpor tant

|><|,< o

Not used

Resnlts fit purpose

Method matches material taught
Ease of development

Ease of scoring

Origin of assessment

Time required to administer

Degree of objectivity

Applicability to measuring
thinking skills

Effective control of cheating

175

203

Well informed
Imporx tant
Used rrequently

Well informed
Impox tant
Used frequently

Well informed
Important
Used freguently

Well informed
Important

Used frequently

Well informed
Imporx tant
Used freguently

Well informed
Important

Used frequently

Well informed
Impor tant
Used fregquently

Well informed
Important
Used frequently

Well informed
Impor tant
Used freguently

S
o

[
o

1

1l

+

1008




IV, QUALITY OF ASSESSMENTS

A. Percent of paPer and pencil agsesgments (teacher-developed or text-imbedded)
having the fullowing characteristics (nred not total 100%):

Clear description of assessment specifications

Matches content of instruction

Matches coqnitive levels of instruction

Minimizes time required to gather needed information

Item format matches desired outcome

Items clearly written

Iteng sample domain

Scoring procedures planned--almost pever specified to kids:
in her head

Scoring criteria written for essays--told what must bhe included,
but not necesgsarily the score

W
+

o ek

90 Clear directions
100 High quality reproduction
75 Test scheduled to minimize distractions--high level of distraction

in class! (but she tries)

B. Percent of performance assegssments having the following characteristics:
{1 saw very few of these)

) op

5 Clear Qescription of trait to be measured with levels of
proficiency articulated-~-in her head

Matches intended outcomes of instruction

Minimizes time required to gather needed information
Clear performance criteria--~in her head

Students aware of criteria

Thoughtful exercises yield performance samples

Exercises sample performance domain

Performance rating planned--in her head

Results match information needs

)
W

-3 [\
wn

sk

0
W

C. Percent of oral quegtions having the following characteristics:

3
85 Sampling methods cover range of achievement levels of students
60?2 Strategies involve everyone-~~active get more attention
85  Teacher waits for response--very gocd on this and on probing
95  student's response given supportive reaction--extremely good and
builds on them
60_ Questions match codnitive levels of instruction*
52 Written performance records maintained--only a check re classroom

participation

*May spend more time on recall then she would prefer to get class back on track or
check where they are.
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V. FEEDBACK PROCEDURES

@ A. For oral and nm- verbal feedback

Percent of feedback delivered to students who are:

o

40

50

Strong {(vs. weak)-~2nd middle gets less attn. than extremes
® 40 Correct {vs. incorrect) --more needed for incorrect tc help get on

track
Male (vs. female)

Percent of feedback having the following characteristics:

e

°
{.‘Qlﬂ
wnjun

|

=
wn

f

Delivered in class (vs. out of class)
Otal ‘v3. nonverbal)

Public (vs. private)

Pair (vs. unfair)

Focused on achievement (vs. affect)
Germane (vs. irrelevant)

Irmediate (vs. delayed)

Positive (vs. negative)

B, For written feedback

Percent of feedback delivered to students who are:

o

Strong (vs. weak)
Correct (vs. incorrect)
Male (vs. female)

Percent of feedback having the following characteristics:

[
wn

Bkl

Uses samples
as feedback

as feedback

Comment (vs. symbol)

Positive (vs. negative)

Fair (vs. unfair)

Germane (vs. irrelevant)

Pocused on achievement (vs. affect)

of performance Hever 3

Uses public achievement chart Never X
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Frequently

Frequently




®
VI. DESCRIPTION OF TEACBER AND ASSESSMENT
@ A. Teacher‘s'background
l. Teacher experience, number of years: 20 Overall
20 At grade level
9 +1 In school--interrupted by 10
vyears at different school
® 20 With content
2. Relative contributions of various sources to teacher ‘s knowledge of assessment
nethodology
3
® 5 Teacher Preparation training
10 Inservice training-~including workshop at local college
10 Ideas and sugdestions of colleagues
2 Professional literature
0? Teacher's guide to textbooks
73 Own eXperience in classroom
® 100%
B. Teacher's expenditure of time
1. Proportion of time spent in teaching activities--all time, not just class time
. .
-
20 Planning
20 Teaching (one on one)
20 Teaching {(group)
30+ Assessing (see list below) --this incl. oral questioning
® 10 Other (specify: counseling }
1008
2. Proportion of time spent in assessment: activities {paper and pencil: performance
assessment., oral, assignments)
® t
S5 Reviewing and selecting assessments
20 Developing own assessments
20 Administering--incl. oral questioning, which takes up a lot of time
30 Scoring and recording
20 Providing feedhuZk
® 52 Evaluating quality
100%
C. Teacher characteristics
@ Servant of policy
Curriculum maker delivering
R~le in the classroom and presenter X required content
i
- ¢108e
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Expectations of

professional gelf Expects little

Structure needs Rigid
view of high Correctness
quality performance demanded
StereotypPic view of students None X
Attends to exceptional student Never
Sense of performance norms Unclear
Orientation to experimentation No risks
Or ientation to cheating No concern X
Amount of cheating None X?
value of promptness: importance
Unimpor tant b4

of timely work completion

Interperscnal environment of
the classroom regarding assessment:
Cooperative None

Campetitive None X

Attributions for reasons ¢
student success/failure:

75 Due to student
25 Due to teacher
100%

Basis for grading students:
30 Level of effort

10 Sense of ability
60 Demonstrated achievement

Interpretation of aassesament:

90 Norm-referenced

10 Critericn-referenced
100%

207
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Expects a
great deal

Flexible

Degrees of
quality eval.

Expressed often
Frequently

Very clear
but unstated

Risk taker

Major concern

A great deal

Impor tant

Frequent
Frequent




ViI.

A.

C.

D.

E.

F.

G.

I.

Ability to learn

Willingness to learn

Rate of achievement

Maturity

Study skills

Social skills

Willingness to perform

Feedback needs

Self-asseasment skills

Low
No variation
Variation ignored

Low

No variation
Variation ignored

Low

Decreasing

No variation
Variation ignored

Irresponsible
No variation
Variation ignored

Undeveloped

No variation
Variation ignored

Undeve loped
No variation
Variation ignored

Reticent

No variation
varfation ignorad

Weak
No variation
Variation ignored

Undeveloped

No variation
Variation ignored

10 208
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X
X
X
X
X
X
X
X
X
X
X
X
X
X
X
X

beb

High
Great deal
Addressed

High
Great deal
Addressed

High

Increasing
Great deal
Addressed

Respons ible
Great deal
Addressed

Deve loped
Great deal
Addressed

Deve loped
Great deal
Addressed

willing

Great deal
Addressed

Strong
Great deal
Addressed

Developed
Great deal
Addressed




O

J+ Sense of fairness

{I'm not sure)

K. Reaction tc testing

L., Parental eXpectations

vIIi, ASSESSMENT POLICY
(See at:ached table)

4108e

Unclear
No variation
Variation idnored

Tranguil
No variation
Variation ignored

Unclear

Low

Unimpor tant

Ro varlation
Variation ignored

e oe 0

Clear
Great deal
Addressed

Anxious
Great deal
Addresgsed

Clear

High

Impor tant

Great deal
Addressed




. vIiI. what ’)licies infhmm’ classroom assesumt?

o POLICY
z8t

FococUs
On

ERIC

Aruitoxt provided by Eic:

®

ORIGINS OF POLICY
Federal State District School Department Collegial
A. Does a standard exist?] A. A. A. A.
B. Does teacher kpow B. B. B. B.
standaxd? [ C. C. .
C. Doe;s it impact See text
practice? How?
A. A. A, A,
B. B. - : B. B.
c. ¢. See previous Y ¢
text
) A, A. A. A.
B. B. B. B.
C. C. . C.
See text
A
B.
<l
A. A, A.
B. B. B.
c. C. C.
A, M.
B. B.
C. C.
See text See text
A. A h. L
B. B. B. b.
c. . c. c.
See text See text
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LAKRGUAGE ARTS CASE STUDY $2

Background Information

This English teacher teaches in the only 4-year high school in a
suburban/rural district. The school is a very academically oriented high
school with a youn3, progressive principal. The school enjoys great parent
support. Grades are2 very important here. According to the teacher, 40-50% of
the students go on to 4-Year colleges. The 1,300 member student body is
predaminantly white.

This teacher teaches four classes per day: Freshman Language Arts (25
students), required; two periods of "regular® (as opposed to “advanced")
Americar Literature (27 juniors in each class), a Year—-long class, one
semester of which is required; and Mass Media (25 students, primarily senior
boys), an elective. There are six periods per day (plus an "early period"
which she does not teach). Teachers have two of the six periods free for
*preparation and support.®” (They successfully negotiated for a support period
80 they could make better use of their time, even if it meant slightly larger
classes.) This teacher plays an active role in other school activities. In
the fall she coaches volleyball {she used to coach basketball). She is
currently involved in the first school-wide Writing PFestival, which is being
scored by outside judges, but which requires congsiderable time to coordinate.
She and her husband (who is also a teacher at the school) were prom chaperones
during the time I was observing at the school.

I. ASSESSMENT PURPOSES

This teacher states that she uses assessment for the following purposes:
to check what she's done; to see if some (certain?)} kids are paying attention;
and to gee if the kids are undecstanding the material. She notes that in
teaching literature, her assescments are generally two-fold: objective (to
assess specific knowledge of plots) and essay (to assess students®' handling of
ideas, themes, and concepts). For her, the point of teaching literature is to
teach students to appreciate and understand, rather than to know the details
of a particular piece. "It's so subjective!" she exclaims.

A. Diagnosing individual student needs

At the beginning of the year, the teacher says it takes a couple of weeks
to size up the class. In particular she notes whether students turn in their
work on time, are late with it or never hand it in. She alsp watches
classroom behavior, such as attendance and participation in class. Throughout
the Year she uses oral questioning, written study questions and tests and
quizzes to monitor how students are doing. For example, at one pPoint when the
clasg was correcting a quiz, she commented, "If you got that one wrong I'm a
Llittle concerned because that was an important part (of the story)." Most of
her assessing is geared toward group needs and evaluation of group
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instruction, however, In fact, she controls the pace of tne class, actively
discourading individual students from reading ahead or doing outside
activities related to the topic (such as seeing the movie version after
reading the book). She wants the students to stay together as a group.
Rather than bringing in new work to challenge and stimulate individuals or
allowing or encouraging them to use their own initiative, she chides them and
ucges them to stick with the group, bored though they may be.

She remarks that unfortunately she has little time to give individual
attention. Nevertheless, she does confer with individval students a lot.
calling them to her desk during seat work in class or asking them to come up
for a minute before or after class. The main focus of these mini-conferences
seemsg to be more behavior-related than academic; she is usually talking te
students about getting the work done, rather than the quality of their work.
She did mention one example of working with a student about a specific
problem. This student always tries to write a lot for essay tests and he
writes very slowly. so he has difficulty finishing his tests.

She has worked with him regarding strategies for taking essay tests, trying to
show him that length is not as important as concise presentation of the main
points, explaining that in college he won't be able to write as much.

B. Diagnusing group needs

This is one of her major purposes in using various types of assessment.
Through oral questioning she checks to see if the students have done the
assignment and if they've understood it. going over in claas the reading or
study questions she assigned the previcus day. She orally checks the results
of a quiz, asking "How many got 3 or less wrong?® "How many did better
because they used their books?” “How many didn't use their books?™ She then
determines whether or not she'll allow them to use books the next time. She
looks over their written study questions and may spend more time on one aspect
if the group results are not what she eXpected. For example, most of the
Freshman Language Arts c¢lass did not do a good jeb identifying characters who
had been good or bad influences on the main character in Great EXpectations
and describing the valucs they held. This caused her to modify her teaching
plans (see G. below). At another point she could tell (by the lack of
participation in class discussion) that many of the students weren't keeping
up with the reading. So she decided to dedicate some class time to letting
them get caught up (something which she doesn't often do).

C., Assigning grades

Assigning grades is not the major purpose of this teacher's assessment
activities, although she dutifully does it and it occupies a considerable
amount of her time (see VI. Description of teacher and assessment. B.
Teacher's expenditure of time). She exclaims that she has a real problem with
grades--they measure nothing, except how hard you work. Grades label kids.
put them in categories that don't always fit. She feels it's sad if a kiad
tries his hardest and still gets a C and thus is labeled a C student, She
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says she talks to her classes at the beginning of the Year and tells thenm
she'd be happy if they all got A's. When asked the purpose of grades, she
throws up her hands and says "I don't know!®™ She then 9oes on to say they're
a way to get you into college or law school. She notes that 9rades are very
important at this school. Good grades bring status. The school's honor
society is really biog.

She notes that as a student teacher she learned about three 9rading
systems: a numeric scale (1.2,3,4), pass/no pass, and points. She prefers a
point system so that students aren't focusing on their ¢rade all the time. If
they want to know what letter grade they have, they have to ask. She also
thinks the point system is easier to manage and 9et computerized. She assigns
points to a task based on the nature of the task. For example, in-class work
usually receives no more than 20=-30 points unless it's a worksheet that was
done over the course of a week, in which case it's worth 50 points. Tests are
usually worth at least 100 points. In 9eneral, in her two American Literature
classes, homework is worth about 30% and tests 60=70%,

Overall, the work of the third guarter represents about 40% of the final
semester 9rade, the fourth guarter another 40%, and the semester test 20%.
Pinal 9rades are based on a pPercent of the total number of points possible,
not on a curve: 90-100 = A, §0-89 = B, 70~79 = C, 60-69 = D, Below 60 = F.
She does not flunk many students. Last qguarter only two gtudents out of all
her classes flunked, and that was mainly because of attendance problems. (See
VIII. Policy and Assessment section for the school's attendance policy.) She
does allow for some extra Sredit work, but rarely. She also uses pluses or
mimises in assioning final 9rades. If a student is on the border: che
considers attitude and participation to tip the balance. Bowever, how she
assesses these factors is not clear. She has no written records regarding
class participation, for example.

What does she lock for in students' work when she assigns points?
Understanding of the subject matter and whether they followed directions. She
says on regular assignmencs she usually assigns a 9lobal score if they did the
work and g9ives half the points if the work is incomplete. She notes there
isn't much variation in points because the main purpose of the assignment is
to use it for discussion. I did see some variation in scores on study
question papers handed back in American Literature: oOut of a total of 30
® points, 15 was the lo.est for incomplete; then scores varied in increments of
5 points from 20 to 25 to 30. {Unfortunately, I did not have the opportunity
to analyze the contents of the papers to understand the differences in scores.)

D. Groupind for instruction

e
I did not see this.
E. Identifying students for special services
® She notes that in her Freshman Language Arts class, a couple of students
were having trouble with writing and listening. She looked up their scores on
F
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the grade school screening test to check her perceptions (hut did not
reccemend them for special services). She also notes that she used writing
samples in her writing class last Year to determine students' needs for change
in placement; some moved from regular to advanced classes.

F. Controlling and motivating students

In general, the students in these classesg are much more controlled and
well-behaved than in the classes I observed in Language Arts Case l. Even so,
the lack of concentration and the amount of disrespectful behavior was
surprising to me. Students would talk back or mimic the teacher from time to
time, though this was not an everyday occurrence and the climate in the
classroom when this happened indicated that most of the class members were
aware that this was unacceptable behavior which was likely to cause a
reprimand. I was also surprised at the occasional need to remind students to
bring a pen or pencil to class~~this is high schoocl, junior level, and after a
year of classes. (This was also a problem from time to time in the Language
Arts Cage 1 classes.)

Although this teacher has been teaching for five years, she looks, and
somet imes acts, very yound. She seems quite strict at first, commanding her
students' attention (“All right now, listen up!® in a loud, authoritative
voice}. It is apparent that she has been compelled to do this to maintain the
diastance between herself and her students, particularly the boys, who
regularly test her. However, sometimes in what may be attempts to be a friend
or comrade to her students ghe gets off track and initiates
conversation that distracts students from their work and breaks down those
authority barriers she has constructed.

buring most of the class time I observed she effectively controlled her
students, using various forms of assessment both to control and to motivate
them. She uses oral questioning to keep students on task during class
diacussions as well as to let them know that they need to be keeping up with
the work. She uses the threat of a guiz to get them to settle down and study.,
and she warns them that if they don't keep up on their reading they'll really
have a difficult time because they'll be having quiz2zes as they go along. She
did a very nice job of using discussion questions before they had begun to
read The Great Gatsby to stimulate their interest in what they were about t¢
begin.

She also uses points as a motivator, even though she doesn't like to
emphasize 9grades. For example, when only 12 out of 25 in the Freshman
Language Arts class tu.ned in their study guide questions on time, she chided
them that it was important both for the points and because they would be
required to know some of those things later. In mini-conferences ghe
conducted with each student at mid-term, the subject of the amount of points a
missing piece of work was worth came up frequently. On one occasion when she
had cornered a student to talk ‘out doing better, he asked her "What will 30
points do for me?* 1In her Mass Media class (which is the least well-behaved
and most difficult to motivate to do the work) she noted that an assignment on
making advertisements was worth scmewhere between 50 and 100 points, “so do a
good job on it!* (In that same class, she threatened to give P's if a group
of boys actually demonstrated the use of Copenhagen snuff as part of their ad.)
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G. Evaluating instruction

This is a major purpose of her assessments. She uses oral questioning
effectively to determine the need to go into something in greater depth or to
change her approach to teaching it. For example, when she found that most
students had answered a question improperly (see B. above)}, she not only
discussed this fact in class, but changed her teaching method from class
digcusgion and individual work to small group discussion and group work on the
question. She also uses quizzes to check the results of daily class
discussions and agsignitents. She notes that quizzes are not 8o important in
terms of their weight in assigning final grades; rather, they are part of
daily activitiea. Thus, for her; their main purpose geems to be to keep the
kids on track and help her evaluate instruction. Tests, on the other hand,
are the real key to seeing if the students are understanding. (She says she
tests every 2-3 weeks.)

She maintains a planned pace, even skipping some sections while reading
aloud in class so that they could cover the material ghe had planned for that
day. In this sense, she ig not as flexihle as the lLanguagde Arts Case 1
teacher and/or does not need to adjust her pace as often. Thisg may be due to
the level of students here, or to the level of her instruction and her
expectations and the depth of her personal evaluation of the way the
instruction i3 going-~probably a combination of these factors.

B. Comsunicating achievement expectations

She definitely communicates her achievement expectations through various
forms of assesgsment, often subtly, but also very overtly. She may
specifically state that study questions will be useful to them later because
they '11 be tested over scme of the same issues. She also admonishes them to
keep their quizzes because they will help them to study for the final exam.
Particularly with regard to essay tests, she feels it is important to Prepare
the kids. She'll give them 10 questions and tell them that she'll ask 5 of
them on the test. She dces this because ghe feels they need to be
prepared~~some thought needs to go into essay topics. On one occasion when no
one knew the answers to her oral questions she threatened {half-joking,
half-gerioug) that they might have to have a quiz (thus communicating that she
expacted more of them).

She also communicates her expectations regarding achievement via written .
comments on paPers she hands back. These are usually merely one or two words
{"Good"® "Excellent® "Good insights®™ "Good response®), but she occasionally
pays more: “Some good insightg--you geem to have a good understanding of
Fitzgerald®” or "A little more detailed: otherwise a good bhasis™ or "A little
sketchy, (name), did You fall asleep doing this?”

I. Communicating affective expectations

She uses oral questioning, quizzes or the threat of quizzes, and the
threat of assignment of lower drades to let students know when they aren't
behaving properly. The most common application of assessment to this purpose
is during class discussions when students aren't paying attention. The
examples have been noted above {especially in F.).
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J. Providing test-taking experience

This was not observed and rot mentioned in interviews. The only possible
hint of this purpose came up in her discussion of the student who writes long
essays and needs to learn that length isn't everything (see A. above).

K. (see form)

II. ASSESSMENT METHODOLOGY

A. QAgsessment of achievement
l. Teacher-developed paper and pencil tests and quizzes

For her American Literature and Mass Media classes: this teacher writes
her own quizzes and tests. She notes that teachers also share tests and
materials a lot and same ©f the worksheets and quizzes in American Literature
are shared. She places heavy emphasis on tests and pelieves the tests she
gives are hard--~the kids tell her they are. However, zhe says she doesn't
compare notes with other teachers. She thinks she's a fair teacher, "fun but
firm," and has heard that frcshmen think they have "lucked out" if they get
her as a teacher.

(See above regarding the weight of her tests and frequency of testing.

See section II.A.13. below regarding the cognitive levels of questions in her
tests.)

2. Text-embedded paper and pencil tests and quizzes

During my obsexrvation time. she was using text-embedded gQuizzes and tests
in her Freshman Language Arts class, which was studying Great Expectations.
Her reason was that she thought that these materials were really pretty good.
(See II.A.13. below regarding cognitive level of text-embedded test and quiz
questions.)

3. Performance assessments

I did not see any performance assessments. According to her gradebook:
last guarter and this quarter in Freshman Language Arts they had to do
speeches: which were worth 50 and 100 points. However:, we did not digcuss how
she evaluated them. In the American Literature classes there were no big
papers to be written. One or two essays (as part of a major test?) were noted
in her gradebook, but they were of minor importance in terms of points. She
noted that if they were writing a paper, they would do lots of pre-writing
activities, so that the essay would be 830 set up for them by the time they
wrote it they would simply have to follow the format.
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The one real performance assessment was the school-wide Writing Festival
going on while I was there. Unfortunately, I did not get to see the results.
In all of her classes (including Mass Media) and in other classes as well,
students were “encouraged" to participate and even given class time in which
to write something. The pieces were being judged by outside eXperts. 1In her
gradebook the only mark regarding participation in the Writing Festival is a
check.

In her Mass Media class theY began another pPerformance assessment while I
was there, but I did not get to see the actual performance. The stulents were
working in small groups te develop an advertisement, either written or
enacted. As noted earlier, she was going to assign between 50 and 100 points
to this activity, but I 4id not have the opportunity to discuss with her what
criteria she would use in evaluating this group activity. (This relates to 6.
below also.)

4. oOral guestioning strategies

Oral questioning is a big part of her teaching style, both in her language
arts/literature classes and in the Mass Media class. She seems to be pretty
skillful with this assessment method, keeping the cliss moving at a quick
pace, trying to keep students alert and participating. She notes the need for
making a conscious effort to call on a lot of different kids s0 the same Ohes
{"very bright") don't talk all the time. She also allows a lot of spontaneocus
responses. Although the pace is fast, she does wait for a respense and at
times even lets a good discussieon get going among the students to whet their
interest before she jumps in to channel it.

As 13, below shows, her oral questions represent a variety of cognitive
levels. She asks a lot about plot (recall) to check their reading and a lot
of interpretive (inference) questicons. She also calls for some evaluation,
but dces relatively little with analytical or comparative oral questions. She
does not keep written records of these oral assessments, however.

5. Standardized tests

Regarding the competencies for high school graduation, she commented that
they are a useless waste of time. Some students don't pass them till they are
juniors or seniors; the tests just hang over them as they take them over and
over again. The only other use of standardized testing menticoned was when she
noted having looked up the grade school screening test scores of a few
students (see above).

6. Group assessment methods
As mentioned in 3. above, I observed the beginning of a group assessment,
but did not stay long enough to see it carried ocut and did not get a clear

idea from her about how she would evaluate it. She herself had not decided
how many total points to give the activity.
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7. Opininns of other teachers

I do not know the extent of her knowledge of the cpinions of other
teachers. e did not discuss this and I did not see evidence <f it in her
work, except when she reported back to the classes about what the subsiitute
said when she attended the NCTE conference. However, she is a "regular.," and
a popular one, in the English teac r8' lounge, and eats lunch in the
lunchroom with other teachers. She is very sociable and does talk shop and
personalities.

8. ussessment of reasoning skillre

Since oumr interview time turned out to be more limited than my time with
the teacher in Language Arts Case 1, I didn't have the opportunity to explore
this in depth with her. Both teachers I observed wanted to pass on to their
students an appreciation and understanding of good literature. However.
unlike vhe cther teacher whose purpose in teaching explicitly included
teaching the kids to think and pull things together, this teacher's stated
purpoee did not go much beyond “appreciation and understanding." Teaching
them to think may be an implicit, unstated goal of hers. however. Regarding
homework, for example., she says that she looks at it to see if they're really
thinking about what they wrote and not just jotting down a quick answer. I
did not £ind out if she consciously uses any kind of taxonomy in developing
her assessment questions. As 13. below indicates, her oral questions: the
study questions she devised and the text-embedded study questions she used
went beyond simple recall to tax higher level cognitive skills.
Unfortunately, she did not test for those higber level skills; both the
text-embedded quizzes and tests and those of her own devising focused
primarily on recall.

9. Regular assignments

Study and discussion questions are a2 way of life in all of her classes,
and she writes mosc of the questions she uses. She employs study questions
not only as a way of assessing whether or not her studsnts are doing the work
ard undarstanding, but also as a study guide tool for them. She reminds them
to hang ¢nto the question sheets, bring them to class, and use them to study
for tests.

Generally, students are expected to work on these assignments in class.
She views homework as merely an avenue for finishing what they are doing in
class, rather than a Beparate entity--a management tool more than a grading
device, a way to keep the kids on track and not let them get behind. Wwhen she
does assign "homework®™ it is usually just reading. She does not give hamework
more than 2-3 nights per week and tries not to assign anything for the
weekend. With regard t» her Mass Media class, she notes that the subject
matter is not conducive to homework and the kids in that class won't do any
anyway, 30 it i Belf-defeating to assign it. When her Btudents do written
homework:, she looks for indications that they are writing about what wasg
discussed in class and that they're really thinking about it, not just
answering quickly. In terms of her grading system, in American Literature,
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for example: homework (or class written work) represents less than a third of
the grade, whereas tests and quizzes account for two-thirds. Interestingly
enough, however, when I asked her who was the better of twe students selected
at random from each of her classes, one of the factors she described in
explaining her choices was whether or not they did their homework and if they
took time with it, (See 13, below for the cognitive level of her study
questions.)

She sometimes imposes a time liinit on a reguiar assignment to get the
students to settle down and concentrate. FPor example, in Mass Media she'll
threaten “Let’s 49o...I have to have those papers by the end of the period.*
She hag a basic policy on timeliness regarding regular assignments, If a task
is due on a certain day, it can be turned in up until 3:00 p.m. of that day
without loss of credit, If it is turned in later, the student will only
receive half credit for it., The exception to this policy is that if they are
planning to discuss something in class and a student haesn't finished the
assignment, he or she cannot vurn it in after the discussion because it isn't
fair to the students who've done the work in advance, She says she explains
her rules at the beginning of the year: so the students know her expectations.

10, Student peer ratings

She has students correct each others' papers in class, but this dces not
amount to peer-rating because no judgment is required. I don't believe she
uses this method of assessment formally. Regarding informal use, I did
observe her talking with one student about how others had done on a test. The
student had come in to ask about hig own score and then asked who 90t the
highest grade, venturing a guess as to who he thought it would be, She told
him some of the highest grades and he responded with surprise or disgust.
When he was surprised gshe asked if that student had studied for it. However,
on another occasion, a gtudent wag “snooping® in the gradebook: looking at
other students' grades and she was upset with him and remarked to me later
that she hated it when he d4id that.

11, Student self ratings

I did not observe this,
12, (See form)
13. Cognitive levels of questions posed

(See attached sheet,) According to this analysis of the questions used
during my observations., it appears that she uses mainly recall and inference
gquestions with her freshmen, and a little more variety of cogritive level
questions with juniors and seniors. Curiously enough, the Freshman Language
Arts text-embedded study questions contain the best balance of cognitive
levels of any:hing she uses.

Of greatest interest in this analysis is the contrast between the levels
of questions in tests and quizzes (both text-embedded and teacher-developed)
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and the levels in the study questions and oral questions, With the exception
of the Mass Media tests which she developed, the tests and quizzes she used
were almost entirely testing recall, even though ghe varied her inquiries much
more in the other mears of questioning. Since tests and quizzes have greater
welght in terms of points toward a grade, students are getting greater rewards
for use of lower level thinking skills then for use of higher order skills.

(I believe she is unaware of this discrepancy.)

l4, Strategies for integrating assessment and instruction

Assessment and instruction are integrated in her classroom Primarily
through her daily use of oral questioning and by working with the students in
class to correct quizzes and orally discuss the results with them. She also
spends much of her class time discussing the study questions they have been
working on. I saw no evidence of peer editing,

15. Dealing with cheating

When students are taking a quiz, she routinely reminds them to cover their
papers or turn them over when they're finished to protect themselves from
wandering eyes. When I asked about test securityr she replied that ghe has
not cha - ged the questions on her tests gince she arrived at this school three
years ago. She notes that quizzes don't count that much, and she never lets
students keeP the tests,

B. Asgessment of affect
1. Observing individual students

Much of what this teacher has to say about individual students has to do
with affect, rather than achievement, &As noted in I,A, above, when she is
getting to know them at the beginning of the Year, the factors which help lher
size them up are behavioral-~turning in papers, attending class., participating
in discussions. (Of course, these are directly related to achievement as
well.) She pnotes that a lot of what goes into a grade has to do with
personality~-"and you can't assess that!"™ The inherent contradiction heteween
the effect of personality on a grade and the impossibility of assessing
personality is not apparent to her., She feels that teaching English and
grading are extremely subjective, not like math where things are either right
Or wIong. The amount that affective factors enter into her assessment of
‘ndividuals is clearly evident in her cowparison of two students Selected at
random from each class. When Pushed to decide wh> was the better student of
the two, the reasons she listed for her choice included comments liike: dgets
the work done, tries hard. has a good attitude, i8 diligent, participates well
in class, has good attendance, has shown significant improvement, has better
test r~sults. Only the last few of these are concrete indicators of
achievement; the rest measure affect,
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Some of these affective indicators can be easily documented--getting the
work done and having good attendance, for example, arz things on which she
keeps written records. However, 1 saw no evidence in her gradebook of how she
records attitude, level of effort {(trying hard)}., or even class participation,
Whether or not she samples pehavior representatively is unclear., She has
certain students in each class who are cobviously more disruptive than others.
Those students necessarily get more of her attention in class (though it’s a
negative kind of attention). As her remark about "personality" indicates., she
seem8 to believe that affect is a fact of life in teaching and assessing
literature classes (and Mags Media, too) and she does not geem to be tco
concerned ahout the difficulties or complications that entails., She has had
no complaints about grades this Year:, and only one last Year,

2, Observing group interactions

Ag she conducts her classes, she is continuously observing and controlling
interactions among her students, Her classes Lequire a considerable anount of
group discussion, As noted above: she sometimes encourages or allows a rather
free-wheeling group discussion (on the topic she has introduced) and sits back

and enjoys the interaction as long as it's on task and civil.

She also occasionally asks a =lass to break into small groups to work on
something., She then wanders around the room monitoring the interactions (but
not taking notes). In Mass Media, when she had her senior boys work together
to cut out pictures of advertisements, the oppor.unities for assessing
affective traits were multiple, The teacher and I thought we were back in
grade achool. On another occasion, a fist £ight broke out in the Mass Media
class while I was observing., She and other students stopped it immediately
and she later discussed it with the class (when the two participants were not
present) and also talked with one of the boys involved privately to find out
what was going on, noting that she wag sorry to see that happen because he had
been dolng better (by what measures I'm not sure), It was the first time
she’d ever had a fight in class.

By this time of the Year she has clear ideas regarding students’ attitudes
and behavior patterns, manr of which have been formed by observing studeats in
classroom interaction., However, she keeps no written record of the atfective
factors that go into these perceptions. other than attendance and timeliness
of work completion,

3., Using guesticanaires
1 saw none,
4, Using interviews (formal and informal)

As noted aboves she conducts informal talks with students almost daily.
These uMally take place during class., while the group is reading or working
on an assignment at their seats. The Btudents targeted for these talks are
usnally (if not zlways) students who are not performing up to her
expectztions. She'll check to see what happened to an assignment or inguire
about an unexplained absence or simply talk abcut an attitude problem or some
disruptive behavior.
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As noted alsos she holds more formal talks with students at mid-term.
These interviews are conducted Quietly at the back of the room during class.
The content of these is more achievement oriented, put she still must deal
with a number of affective factors. She announced these mid-term talks in
Freshman Language Arts the day she planned to conduct them. OQne girl reacted
with panics and the teacher calmly reminded them about how she does this,
saying "I don't have a specific total but I can give you an idea (of how
you're doing) and tell you what assignments you have missing." Basically
these were little pep talks in this class, with a few reprimands about needing
to be mere disciplined in doing the work. She did not plan to spend as much
time on mid-term consultations with her American Literature clzsses, and, in
fact, I 4id not observe any sther formally announced mid-term talks. In Mass
Media she did some informal consultations with scme of the students who were
behind on assignments. She remained at her desk {on the cpposite side from
me) 80 I did not listen to these talks. However, one boy came back from her
desk loudly protesting, “If I don't graluate, if I get screwed up, I'm gonna
be ...{upset}!"

5. Opinions of other teachers
See 1I.A.7. above.
6. Opinicns of other students

I have little evidence of this, except that she tends to chat with
students and may asks, "What was wrong with ___ yesterday?" for example.

7. Opinions of parents

. I 4id not get a very clear sense of what this teacher really knows about
individual students' situations outside of class. She did net talk much about
students® family situations or speculate about non-school related reasons for
their behavior. She commented on the “"great parent involvement" at this
school but I gaw no specific evidence of her contact with parents. At
mid-term she sends out progress reports to the parents of kids who are getting
D's or F's, and if times to families of kids who are doing better. If there

are serj mis attendance problems, ghe calls the parent.
8. Past student records

I found no evidence of her use of these in assessing affect nor any
comments about having had some students before and thus knowing what to eXpect
of them.

9. and 10. (See form)

C. Assessment of abiiity

This teacher rarely talked about the ability of her studerits in any overt
way. It seems that she assumes that they are all capable of doing the work if
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they will just apply themseives to it. Even when comparing two students
selected at random, she d4id not talk about their differences in terms of their
abilities or potential, There was a hint of the concept of ability when she
mentioned that one girl was better than another student because even though
sbe didn't always turn her work in, she has a real desire to learn and to do
what she can do {(whereas the other was very complacent and would rather fall
asleep}. I asked how ghe forms her expectations regardinc the potential of
her students. They are based on whether or not the students turn in their
work, attend class and participate in discussions.

As noted earlier:. she did at one point refer to the screening test to
check on some freshman stuvdents and she used writing samples to determine
appropriate placement. However, she did not talk about these instances in
terms of ability.

b, Text assessments
{See form)

III. CRITERIA FOR SELECTING ASSESSMENT METHODS

A., B, and E, Results fit purpose, method matches material taught, and origin
of asgsesament

She seems to feel fairly confident that the assessment methods she uses
match the material she is teaching and fit her assessment purpose., However,
she might be rather surprised to see how much her tests and the text-embedded
tests focus on simple recall, In the tests I caw, she used a lot of
true/false and multiple-choice questions., These measure whether or not
students have done the reading and can recall what they've read, but these
kinds of questions are not 80 useful to measure “appreciation and
understanding™-~her stated goals,

Her assessment methods in the Mass Media class are somewhat more
analytical, but whether or not she feels the subject matter differs from
literature in this regard is not clear. She did say that the subject of Mass
Media did not lend itself well to homework (which I do not understand).

She writes most of the assessments she uses, However, in Freshman
language Arts she uses tests supplied by the text, but only a very few of the
study/discussion questions in the text. This is unfortuuate, because the
latter appear to be extremely well balanced in terms of cognitive levels
taxed, whereas the tests are nearly all recall., She does not happen to use a
taxcnomy of cognitive skill levels in her selection of assessments.

D. and E. Ease of development and ease of scoring

This teacher maintains a rather fast, efficient pace. She has a quick
mind and doesn't seem to search too deeply for answers to interview questions
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about teaching and assessment. I would expect ease of development to be
important to her. However. the large number of true/false questions ghe has

@ to write to make Up a test are not really easier to do than a lesser number of
more heavily weighted essay questions. Eage of scoring is definitely a
consideration for her, She uges scantron answer sheets as much as
possible~~which of course is related to her use of true/false and
multiple~choice questions. She also uses short answer essay questions. As
noted, on study question written assignments ghe does not distinguish many

® levels of points, but evaluates the 2ssignment rather 9lobally (holistically?).

F. Time redquired to administer

Her quizzZes are short. The tests that she wrote to be taken while the
@ students had a substitute were rather long, (perhaps to be sure they kept
busy?) and in fact some students complained about the length. She seems to
have a fairly well-defined sense of how long things ghould take and follows a
pre-planned schedule relatively closely.

® G. Degree of objectivity

She remarked several times about the subjectivity of teaching and grading
literature classes. This may be a reason for her use of objective, truae/false
and multiple~choice questions. However, she geems to feel confident that her
grad?s are fair (recall her report that she'd only had one compPlaint last

9 Year/.

H., Applicability to measurind thinking skills

A8 indicated in gection II.A.13. above, she does employ questions that tap
® different cognitive levels. Bowever, as her sSelection of test items
indicates, this is not a major criterion in her choice of agsessments.

I. Effective control of cheating

® This is definitely not of major importance in her selection of assessment

methods, aL evidenced by the fact that she has not changed her tests £or the
past three years.

J. (See fcrm)

IV. QUALITY OF ASSESSMENTS
(See form}
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V. FEEDBACK PROCEDURES
(See form)

Here, as in Language Arts Case 1, it is important to consider the
difference between feedback focused on achievement and that focused on affect
in the context of oral feedback versus written. Far more written feedback
(99%) is about achievement than is oral/nonverbal feedback (50%), due in large
part to the nature of clagssroom interaction. In an active, modern classroom
9 today, the teacher must spend a lot of time controlling disruptive
interactions. The oral/nonverbal feedback that she 9ives must focus more on
affect than does her written feedback. In her classes more oral feedback is
aimed at boys than at 9irls simply because the boys tend to act out more (and
in Mass Media there zre far more boys). Similarly, her oral feedback tends to
be a little more negative than what she writes because of the need to be

@ controlling behavior in the classroom.

V. DESCRIPTION OF TEACHER AND ASSESSMENT

e A. Teacher's background

This teacher was trained in languade arts education, then taught twe years
at another high school before coming to her present position. When asked
about her training in assessment, she remarked there wasn't much to tell. In
school the assessment training consisted of learning about standardized

® testing. The main places she learned what she knows today were when she was
student teaching and in a methods class she took 3-4 years ago at a local
college. She notes that her present schocol is very good about providing
cpportunities for teachers to 9et extra training and grow.

® B. Teacher's expenditure of time

The amount of time she spends in preparation outside of class varies
congiderably, in part dependent upon the particular units she's teaching and
whether or not she has taught the course before. The week before my
obgervations she spent 10-15 hours outside of class because a lot of papers

@ came in at once. The week I yas there she had less to do.

C. ‘Teacher characteristics

Role in the classrocom: This teacher is young and works in a department in
® which the curriculum is "pretty set up.," particularly the Freshman Language
Arts curriculum {(see VIII. Policy and Assessment: below)+ She has some
control over the timing and order of the things she teaches, and in American
Literature, for example, withir an author she may choose one work over
another. She has the greatest influence .on curriculum in her Mass Media
class~~there she is shaping the curriculum herself.
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Expectations of Drofessional self: She thinks of herself as a

professional, takes her job seriously, and takes Pride in her work. She has
"reasonable® expectations of herself, not too high and not too low. She seems
to have balance in her life and tries not to allow her work to dominate all
her time and energy. From comments she made from time to time to students
about herself as a student and from observing her lack of knowledge of the
vocabulary in The Great Gatsby, it appears that she may let herself off the
romework hook occagionally. She is not concerned to know everything and be
fully prepared, even when being observed by an educational researcher.

Structure needs: She follows a fairly structured pattern with her
classes, yer is willing to try a different approach or activity occasionally.

View of high quality Performance: Perhaps because she does not think of
herself as a top student, she is empathetic with her students. She does not
demand perfection. When she is certain of the answer, however, she demands
correctness. If she is not sure herself, she may be a bit arbitrary (to cover
her uncertainty) or may bend and accept several possible answers.

Stereotypic view of students: This teacher seems to enjoyY her students.
As she remarked to them when giving them some study advice, "I'm not so far
from this you know," referring to her age and the few years she's been
teaching. She seems to have a benevolent view of the kids, being pretty
satisfied that they are basically good kids who do okay. The exception to
this view is her Mass Media class. There she has a definite view that this
class is full of senior boys who are taking it as an easy class and an
opportunity to goof off. She sums up her opinion of this class by saying that
almost no one in this class will be going on to a 4-year college.

Attends to exceptiona]l student: As noted, she consults with students
regularly about their performances but does not feel she has tume to give much

individual attention.

Senge of performance norms: When asked about how ghe sets the gtandards
for her classes, she responded "intuition® and then went on to say that she
has determined that students must cosmplete a certain amount of work for a
particular class. She did not elaborate on how she sets the amount, but in
talking about her Mass Media class she noted that this year is the first time
she has taught this class and that last semester she taught it differently
than this time. The current group of students is very different {(less willing
to work) than the previous class and she has changed her expectations
regarding the work they'll do. Last semester they did a big group project;
this time she won't expect that of them. She seems resigned and says she has
come to realize that she ian't going tc change their lives at this point (they
are mostly seniors and this is May).

Orientation to experimentation: She is willing to take some risks.
Putting scissors in the hands of the senior boys and asking them to work in
small groups in front of an outside observer was taking quite a risk. She
seems to feel confident and comfortable enough in her classes to try a little
different approach once in a while.
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Orientation to cheatind: (See III. I. above.)

Amount of cheatind: I don't know. I was not aware of cheating durind
quizzes. There was gome collaboration going on when students were working on

their study questions, but I Zoubt that is considered cheatin,. She did not
keep tight control on visiting during those times. She does not seem to think

cheating is much of a problem.

Valye of promPtness; importance of timelY work comPietions As noted in
II. A. 9. abover she values timeliness and reducas the drade on assignments by
half if they are turned in late. She permits make-up quizzes and tests if
students have an excused absence.

Interpersonal environment of the classroom redarding assessment: Her

classroom environment is primarily competitive with regard to formal
assessments. However, she occasionally encourages group collaboration on a

project.

Attributions for reasons of atudent guccess/failure: As noted, she fails
very few students--only 2 last quarter out of all her classes. She attributes
their failure to attendance problems. She takes responsibility for trying to
do a good job teaching. She asks often if there are any questions and will
re-explain or find a new way to present the material so that it is clear to
the students.

Basis for qrading students: ({(See I.C. above.) She feels grades measure
how hard students work, but that is evidenced mainly by the work they
copplete. She goes primarily by points, allowing attitude to enter in only in
borderline cases. This sounds very objective. Bowever, as ghe notes, scoring
literature essays is very subjective. '“he question is how much the affective
perceptions ghe forms over the year enter into the scores she gives on daily
assignments and essay tests and quizzes. Since I had little opportunity to
really study complete seta of papers over time, @I cannot answer this.

Interpretation of assessment: Final grades are based on strict
percentages of total points possible. However, many of the individual tasks
that are scored are gcored rather holistically. She made no mention of
reading through to determine what the overall results were before assigning
grades on essay questions; her criteria are not clear to me. On daily
assignments getting the point and completing the task may be enocugh to get
full credit (see I.C. abovel. The objective parts of tests are of course
criterion-referenced.

VII. TEACHER'S PERCEPTIONS OF STUDENT CHARACTERISTICS

This teacher seems to expect most of her students to do well, If they'll
do the work: the assumption geems to be that they can do it. When guestioned
about any differences hetween her two American Literature classes, she thought
theY were pretty much the same, except perhaps one group had slightly better
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skills than the other. She illustrated this by citing the response of the
better group to having her read aloud. They preferred to read on their own.
whereas the slightly lower 9roup wanted her t¢ continue to read to them.
This, however, could be the result of many factors, not necessarily ability or
even achievement levels.

The biggest contrasts with regard to student characteristics can be seen
in her views of her freshman class compared with the geniors in her Mass Media
class. She acknowledges that the freshmen need encouragement and guidance
regarding high school expectations, but she is very pleased with their
progress, noting that 10 out of 25 are on the honor roll. At the opposite end
are the Mass Media seniors, These contrasts relate to willingnese to learn.
rate of achievement, maturity, etc.--to most of the items in this section.

Shudy gkills: In the American Literature classes, she is overtly
encouraging better study skills by training them to take notes. They have
boxes of note cards; she may even dictate some important points for them to
write on their note cards--which they can then use for studying and scmetimes
even for taking a test. Her insistence of them keeping study questions and
quizzes to study later is another example of training for geod study skills.

Feedback needs: Thesetend to vary with the level of the students. She
notes that the freshmen accept the limited information she gives them at
mid-ters and don't ask many questions. The juniors in American Literature, on
the other hand, want to know how their points translate into grades. She
notes that the kids in general do not like the fact that the first and third
quarter grades are "progress reporta” and don't count in one's cumulative

grade. To them a grade is a grade.

Reaction to testind: In general, her students react to testing in a
fairly typical way-~with some concern Or even panic. oshe notes that she
hergelf has a hard time taking tests so she thinks that might make her more
sympathetic toward her students. With the freshmen, in particular, she tries
to make them comfortable about tests and doesn't give them any surprises.
During observations she seemed careful in all her classes to give them
advanced warning about the instruction schedule for the nex:t few days and

especially about any planned quizzes or tests.
Parental expectations: As noted earlier, she considers parental

expectations to be high at this school. Parents plan for their kids to go on
o college and expect the school to give them good academic preparation.

VIII. FPOLICY AND ASSESSMENT

Since this is the only high school in the district:. school policies are
the same as district policies for high school level topics and activities.

Testing: The school requires semester exams. She has her own rules
regarding testing: She won't allow make-up tests on unexcused ahbsences.
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Reporting: Quarter grades ("progress reports®) and semester grades are
required. Mid-term reports are not part of school Policy. She seems to have
complete discretion regarding her grading system. The department does not
impose a system or standards. Even among colleagues teaching the same =l2ss ;
at the same level there is nc agreement required. In American Literature she i
uses a points system; a colleague uses a pass/fail system.

Homework: No gchool or dePartment policies. She has her own (due by
3:00 p.m. the day specified or receives half credit).

Attendance: The school requires maintenance of attendance records and has
a dense, single-gpaced page of rules about the attendance policy. After geven
unexcused ahsences A student automatically loses credit for a course. The
teacher feels this policy is problematic because students know they can have
up to seven absences. and that even after that they can go before a board te
explain. She feels that teachers are rather inconsistent regarding what thay
expect in attendance and many teachers feel their hands are tied to motivate
kids.

curriculum content: The English department has a very structured
curriculum for Preshman Language Arta. There are at least 10 sections of this
¢ourse, which is required freshman year. The course must consist of the
following units: Short Story; Speech; Romeo and Juliet; Great Expectations:
The OdysseY; and Poetry. However, thers is some flexibility regarding the
order in which thege units are taught. Similarly, the curriculum for American
Literature is pretty establighed. It is a year-long class, but only one
semester is required. There are four teachers teaching this course. There
are seven "regular® sections and two "advanced” (a full year is required if
students take "advanced®). fThe first semester is focused on early American
literature, the second on modern. The teachers meet as a group to plan their
calendars. TheyY must cover the same authors but have flexibility within the
authors (in cheice of stery: for example}, with pace and with order of
presentation.
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I.

R

B,

C.

D,

E,

F.

G.

H,

I.

PROFILE OF LANGUAGE ARTS CASE #2

ASSESSMENT PURPOSES

Diagnosing individual
student needs

Diagnosing group needs

Assigning grades

Grouping for instruction
within class

Identifying students for
special services

Controlling and
motivating gtudents

Evaluating instruction

Comnunicating achievement
expectations

Comunicating affective
expectations

Uninformed
Irrelevant
Useless

Not used

Uninformad
Irrelevant
Useless

Not used

Uninformed

Irrelevant
Useless

Not used

Uninformed

Irrelevant
Useiess
Not used

Uninformed
Irrelevant
Useless

Not used

Uninformed

Irrelevant
Useless

Not used

Uninformed

Irrelevant
Useless

Not used

Uninformed
Irrelevant
Useless

Not used

Uninformed
Irrelevant
Useless

Not used

A
X
X
X
X
X
X
X
X
X
X
. S
Don't know
——— e
Den't know
X
X
X
X
X
X
X
..
X
X
X
X
X
X
X
X
X
X
X
X

well informed
Ralevant
Useful

Used freguently

Well informed
Relevant
Useful

Used freguently

Well informed
Relevant
Useful

Used freguently

Well informed
Relevant
Useful

Used freguently

Well informed
Relevant
Useful

Used freguently

Well informed
Ralevant
Useful

Used freguently

Well informed
Ralevant
Useful

Used frequently

Well informed
Relevant
Useful

Used freguently

Well informed
Relevant
Useful

Used freguently




J. Providing test-taking
experience

K. Relative importance
of purposes

Uninformed _Don't know
Irrelevant X
Useless Don't know
Not used _X

Well informed
Relevant

Useful

Used frequently

Given "100 importance points" to distribute
across the purposes listed below, how would
you distribute those points to reflect the

relative importance of the decisions listed?

Impor tance to the teacher:
Diagnosing individual needs
Diagnosing group needs
Assigning grades
Grouping for instructicn
Identifying students for

special services
Controlling and

mot ivating

Evaluating instruction
Communicating achievement
expectations
Cemmunicating affective
expectations

Tegt taking experience
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1.
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2.
® 3.

4.
o

5.
&

6.
o
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o

8.
o

9.
o
*
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ASSESSMENT METEODOLOGY

A. Assegsment of Achievement

Teacher~developed paper and
pencil tests and ‘uizzes

Text-embedded paper and
pencil tests and quizzes

Performance assessments

Oral questioning strategies

Standardized tests

Group assessment
zethods

Opinions of other teuchers

Assessgment of reasoning
skills

Regular assignments

4120e

Uninformed

Inappropriate
Useless
Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

x'x Ix

xlxlx >

lg

o
[~
£

g

o |erer
x & x
gl

o
=3
=]
-]
[
£

ol

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

(Dur ing my observations)

Uninformed
Inappropriate

Useless
Not used

Uninformed
Inappropriate

Useleus
Not used

Uninformed
Inappropriate

Use less
Not used
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_Don't know
Don't know

Don't know

Don't Kknow

X

X

X?

X?

i

X
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"
X
X

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently




@
10. Student peer ratings Uninformed _Don't know Well informed
Inappropriate X7 Appropriate
® Useless ___ _Don't know __  Useful
Not used _X Used freguently
11. student self ratings Uninformed Don't know Well informed
Inappropriate X Appropriate
Useless _Don't know Useful
® Not used _X_ Used freguently
12, Proportion of all assessments for all purposes that are of variocus types
Teacher ~developed paper and
pencil tests & quizzes 20
o Text ~embedded paper and
pencil tests & quizzes 10
Per formance assessments 3
Oral questions 30
Standardized tests 0
OCpinions of other teachers 27
® Regular assignments 30
Group assessments 22
Student peer ratings 0
Student self ratings ?
100%
® 13. Cognitive levels of questions posed in:
Study and COral Tests and
Discussion Questions Questions Quizzes
Recall
> See attached
Analysis
Compar ison
Inference
®
Evaluation
14, strategies for integrating Uninformed X Well informed
assesgment and Inappropriate - X _Appropriate
instruction Useless —— & Useful
® Not used X Used frequently
15. Dealing with cheating Uninformed _X Well informed
Inappropriate X _Appropriate
Useless X _ Useful
® Not used "% Used frequently
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I11.A.13, <Cognitive levels of questions posed in:

Study and Discussion Questions Tests and Quizzes
Text-embadded Teacher-deve loped Oral Questions Text-embedded Teacher -developed
All § FLA AL MM All | FLA AL MM | All | FLA AL MM! All {FLA AL MM! All | FLA AL MM
Recall 176 | 17% ) ) 48% ] 33% 55% 15% | 38% | 46% 32% 45%| 85% |85% 4] 4] 83% 0 89% 55%
Analysis 15% | 15% 0 0 18% 4% 20% 35% 6% O 9% 18% ) Q ] 4] 6% 4] 3% 24%
Comparison i6% { l6s 0] 4] 3% L 2% Q 3% Q 6% Q 2% 2% Q Q 4% Q 4% 3%

Inference 28% 1 28% 0 0 27% 1 50% 22% S% | 42% | 54% 36% 27%| 4% | 4% 0 0 6% | 0 5% 14%

b
P
o0

Evaluation |23%|23% 0 Q S%] 9% 1% 4S5% {1los{ O 18% 9%| 9% ) 9% 0 0 1 | 0 0 3%

FLA = Freshman Language Arts
AL = AMmerican Literature
MM = Mass Media
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B. assessment of Affect

1.

2.

3.

4.

5.

6.

7.

8.

Observing individual
students

Cbserving group
interactions

Using questionnaires

Using interviews (formal
and informal)

Opinions of other
teachers

Opinions of other
students

Opinions of parents

Past student records

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

ER R b

be [0 |2

Don't kpow

X

Don't know

X

L

el o Lo

. Don’t know ___

- _Don't know _

Checklist of affective characteristics measured:
¥ Seriocusness of purpose
F Motivation and effort

-

Att itude
learning style
Intarasts

Values
Preferences

HIH

,H,

Locus of control
Anxiety
Maturity
Bocial skills
Study skills
Other {specify

H,H

Acadenic self-concept

X

Don't kpow
X
Code:

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used £requently

Well informed
Appropriate
Ugseful

Used frequently

F = formal assessment conducted
I = informal assessment conducted
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10. Relative importance of affective assessment methods:

Observing individual

C. Assessment of Ability

1. Meaning of ability for teacher

Value of this factor

students 30
Ohserving droup
interactions 38
Using questionnaires Q0
Using interviews
(formal and informal) 20
Opinions of other teachers ———d
Opinions of other students 2
Opinicns of parents 5
Past student records Don't_know
100%
Important X Unimpor taat

for the teacher

Measurement of ahility

Measured formally
Measured informally (See narrative)
Not measured X

Ingredients considered in assessment of ability, if measured:

1.

2+

3.

4.

5.

FACTOR(S) INCLUDED IN ASSESSMENT MEASURED HOwW?

2. Check decisions influenced by results (i.e., change with varying levels of
ability).

THITTH

Instructional cbjectives

Instructional strategies

Grouwping for instruction (within class)

Methods for measuring achievement

Grading standards

Students selected for special services

Other (specify )
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®
L. Text Agsessments

® Checklist of assessment components provided with text

(Only for Freshman Language Arts)
3
2
]
~t
. A o
X X Oral questions for class use (only a few)
X X Homework assignments (only a few)
Don't know  General assessment guidelines for teachers
X X Paper and pencil tests
_Don‘t know_ Performance assessments
® _Don't know Scoring guidelines
_Don't know  Quality control guidelines
Other {(specify }
Por American Lit., I don't know what may be available, She does not use any
text-embedded assessments.

o For Mass Media, she vses a wide variety of materials (newspapers, magazines.
movies.: etc.} most of wnich 4o not have assessments as part of them, I don't know
what is available, Here too she makes her own.

®

@

@

@

@
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III.

A.

C.

D.

E.

G.

Je

Results fit purpose

Method matches material
taught

Eagse of development

Ease of scoring

Origin of assessment

Time required to
administer

Degree of objectivity

Applicability to
measuring thinking skills

Effective control of
cheating

Relative importance of criteria

CRITERIA FOR SELECTING ASSESSMENT METHODS

Uninformed X

Unimportant

Not used X

Uninformed X

onimportant b

Not usgsed X

Uninformed X

Unimportant X

Not used X

Uninformed

Unimpor tant X

Not used

Uninformed X

Unimportant X

Not used X?

Uninformed X

Unimportant X

Not used X

Uninformed X

Unimpor tant X

Not used X

Uninformed X?

Unimportant X

Not uged X

Uninformed X

Unimportant X

Not used X

Results fit purpose

Method matches material taught

Ease of development

Ease of scoring

Origin of assesament

Time required te administer

Degree of objectivity

Applicability to measuring
thinking skills

Effective control of cheating

249
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Well informed
Important
Used frequently

Well informed
Important
Used frequently

Wwell informed
Important
Used froguently

Well informed
Important
Used frequently

well informed
Important
Used frequently

Well informed
Important
Used frequently

Well informed
Important
Used frequently

Well informec .
Important
Used frequently

well infoermed
Impor tant
Used frequently

[
]

[
o

e
o

4

-3

e
o

-
L3

v o]

100%
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IV. QUALITY OF ASSESSMENTS

® A. Percent of PapPer and pencil assessments {teacher-developed or text-embedded}

having the following characteristics (need not total 100%):

$
Clear description of assessment specifications
.95 Matches content of instruction

® 60 Matchee cognitive levels of instruction (More recall than in gral

assessment)
90 Minimizes time required to gather needed information
75 _ Item format matches desired outcome
90 1Items clearly written
90 Items sample domain
® Don't_know Scoring procedures planned--specified on some, not on most*
07 Scoring criteria written for essays
100 Clear directions
85 High quality reproduction~~a few lines missing on one, some
Punctuation and spelling errors
90 _ Test scheduled to minimize djiztractions

B. Percent of Per formance asgessments having the following character istics:
Saw none

Clear description of trait to be measured with levels of
pProficiency articulated

Matches intended gutcomes of instruction

Minimizes time required to gather needed information

Clear performance criteria

sStudents aware of criteria

Thoughtful exercises yield performance samples

Exercises sample performance domain

Per formance rating planned

Results match information needs

T -

C. Percent of gral questions having the following characteristics:

Sampling methods cover range of achievement levels of students
Strategies involve everyone

Teacher waits for response

Student's response given supportive reaction

Questions match cognitive levels of instruction

Written performance records maintained

bk

* since my observations were done at the end of the year, it may be that the
students know by now how much a T/F or multiple choice or short answer question is
usually worth.
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V. FEEDBACK PROCEDURES
® A. Por cral and nonverbal feedback

Percent of feedback delivered to students who are:

]
40 strong (vs. weak)

® 40 Correct (vs. incozrect)
65 Male (vs. female)

Percent of feedback having the following characteristics:

3
o 90  Dpelivered in class {vs. out of class)
90 oOral (vs. nonverbal)
75 Public (vs. private)
98 Pair (vs. unfair)
50 Pocused on achievement (vs. affect) (getting the work done=affect)
® 95  Germane {vs. irrelevant)
95 TImmediate (vs. delayed)
45 positive (vs. negative)
B. For wrjitten feedback
o Percent of feedback delivered te students who are:
3
40 strong (vs. weak)
50 Correct (va. incorrect)
® 50 Male (vs. female)
Percent of feedback having the fellowing characteristics:
3
® 70  Comment (vs. symbol) (though often brief)
.55 positive (vs. negative)
95 pair (va. unfair)
90 Germane (vs. irrelevant)
30 PFocused on achievement (vs. affect)
® Uses samples of performance Never X Frequently
as feedback
Announces names Of highest scorers: but these are not really samples.
® Uses public achievenment chart Never _X Frequently
as feedback
€ O 4120 212 242




VI. DESCRIPTION OF TEACHER AND ASSESSMENT

Py A. Teacher's background
1. Teacher experience, number of years: 5 Overall
5 At grade level (high school)
3 In school
5 With content (language
Py arts/English)
2. Relative coniributions of various sources to teacher's knowledge of assessment
methodology
%
P 15 = Teacher preparaticen training
30  Inservice training
15 Ideas and sugdestions of celleagues
0 Professional literature
0 Teacher's guide to textbooks--not sure
40 Own experience in classrocm
@ 100%
B. Teacher's expenditure of time
1. Proportion of time spent in teaching activities
3
¢ 15 Planning
13 Teaching (one ©n one)
40  Teaching {group)
30 Assessing (see list below) -—includes oral questioning
2 Other (specify: Coupseling )
P 100%
2. Proportion of time spent in assessment activities (paper and pencil, performance
assessment, oral, assignments)
3
P 5  Reviewing and selecting assessments
20 Developing own assessments
30  Administering--including sral questioning
20  Scoring and recording
20 Providing feedback
_ 5 Evaluating gquality
P 100%
C. Teacher characteristics
Servant of policy
Curriculum maker delivering
® Role in the classroom and presenter X required content
24
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Expectations of

professional self Expects little

Structure needs Rigid
View of high Correctness
guality performance demanded
Stereotypic view of students None
Attends to exceptional student Never
Sense of performance norms Unclear

Orientation to experimentation No risks

Oriantation to cheating No concern

Amount of cheating Nonhe

Value of promptness: imbortance

of timely work completion Unimportant

Interpersonal environment of

the classroom regarding assessment:
Cooperative None
Competitive None

Attributions for reasons of
student success/failure:

75 Due to student

25 Due to teacher
l00%

Basis for grading students:

10 Level of effort
5 _ sSense of ability
85 Demonstrated achievement

100%
Interpretation of assessment:
.50 Norm-referenced

50 Criterion-referenced
100%

214

Expects a
X great deal
X Flexible
Degrees of
X? guality eval.
— X2 Expressed often
X Freguently
X Very clear
But not clearly stated
X Risk taker
X Major concern
Dor't know A great deal
X Impor tant
X Freguent
X Frequent
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Vii.

A.

B.

C.

D.

E.

F.

G

H.

I.

J.

L.

VIII.

Ability to learn

Willingness to learn

Rate of achievement

Maturity

Study skills

Social sgkills

Willingness to perform

Feedback needs

Self-assessment skills

Sense of fairness

Reaction to testing

Parental expectations

ASSESSMENT POLICY
(See attached table)

4120e

Low
No variation
variation ignored

Low
Ro variation
Variation tgnored

Low

Decreasing

No variation
Variation ignored

Irr-sponsible
No variation
Variation ignored

Undeveloped

No variation
variation ignored

Undeve loped
No variation
Variation ignor

Reticent
No variation
Variation ignored

Weak
No variation

Variation ignored

Undeveloped

No variation
variation ignored

Unclear
No variation
variation ignored

Tranguil
No variation
Variation ignored

Unclear

Low

Unimportant

No variation
Variation ignored
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TEACHER'S PERCEPTIONS OF STUDENT CHARACTERISTICS

X
X
X
X
X
X?
S
X
X
X
X
X
X
i S
- X
X
X
X
X
X
X
Don't kpow
Don't know
Don't know
X
X
X
X
X
X
X
X
-
X
X?

High
Great deal
Addressed

High
Great deal
Addressed

High
Increasing
Great deal
Addressed

Responsible
Great deal
Addressed

Developed
Great deal
hddressed

Developed
Great deal
Addressed

Willing
Great deal
hddressed

Strong
Great deal
Addressed

Developed
Great deal
Addressed

Clear
Great deal
Addressed

Anxious
Great deal
hddressed

Clear

High
Important
Great deal
Addressed
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SOCIAL STUDIES CASE STUDY #1

Background Information

A member of the social studies staff of a large high school in one of the
city's more affluent neighborhoods, this teacher is responsible for three
sophomore U,S, history classes and two senior accelerated economics courses.
This is a magnct school for college preparation, attracting high achieving
studenta from throughout the city in addition to the middle class children of
the surrounding environs., The observation was conducted c¢ver two weeks in May
1986 and included interviews with the teacher and a visit to a Social Studies
Department staff meeting.

The school day has a modular structure, most classes lasting 40 minutes:
but gome 20 and 60 minute periods built in for special courses, One day a
week all classes are abbreviated to permit time for student associations to
meet. Both American history and economics are rejuired courses, though, of
course, the choice of accelerated economics is optional and requires counselor
approval.

The student body is predominantly white, Girls and boys are about equal
in number in the history classes, but the accelerated economics is about
two~thirds maler and the boys dominate discussion.

I, ASSESSMENT PURFCSES

A, and B. Diagnosing individual student needs/ Diad9nosing 9rouP peeds

Diagnosis of students, individual and g9roups is done primarily through a
fall sizing up task and through review assignments that precede each test. In
the fall, this teacher "gives a few exercises" that enable him to tell what
skills the students are bringing to the class, Typically, these consist a
map~-reading task, a note-taking exerciser: and a few direct questions. Results
are not taken too seriously: since he finds that "there is consistency from
group to group each fall,"

Pre~test review eXercises can function as a diagnostic instrument.
although that is not their primary purpose. They are due the day of the test:
80 they do not affect test content or pre-test class emphases. Their primary
diagnostic function is as a check, if the test results are generally bad, as
to where the students might be falling down.

Diagnosis cannot have a major influence on this teacher's work:, since the
entire year'’s activity is closely blocked out in advance. Each chapter's
homework: tests: make-ups: lectures, filme, and speakers are designated in
full detail in an individual file which the teacher has meticulously
compiled, Zach of the three history classes and both of the economiis classes
are nearly identical in content, pacing: and structure of the classroocu
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interaction. These chapter files are complete dossiers from which to instruct
and assess. Since this is not the first year with the text in American
history and since the accelerated economics is predeminantly text-independent,

® these plans have been used before to the teacher's satisfaction. Little
adjustment is therefore made based on ongoing diagnosis. AaAnd, as reported
above, the class cohorts are, in the teacher's estimation, gquite similar from
Year to year and from one individual class to another.

L C. assidning grades

All written work is graded. With the exception of two or three more
artistic products (e.g., a drawing of a civil war combatant) assigned during
the year, history grades are derived directly from written assignments and
tests. Assignments receive points and their due dates are set--all work for a

® unit or chapter must be submitted before the test over that material. wWork
not submitted on time is assessed as a zZero. Tests are point-graded and all
points placed on a curve, then grades assigned to show the general
distribution of zbout 508 C's, 20% B's, 15% A's, 10% D's, and 5% F's.

In economice, as the term wears on, the class shifts from grades based
® primarily on test2 and assignments to ;.ades based .on assessment of oral/
written topical reports and unit tests. Four unit tests, one the final exam,
and the report asgessments make up the grade.

Some assessments are not taken into grading. The limited oral questioning

that does occur is not recorded, but is noted merely as an assessment of

® on-task behavior. The teacher is strict abouc not taking such material into
his grading practice, regarding it as part of instruction, not part of
agsessment. It does, however, factor for him when he considers how well he is
doing his job of communicating the material to the students, but he does not
alter instruction based on it. There is more that he wants them to know than
is cn the assignments and tests and the classroom observations give him an

o index of whether individuals or the group are getting just the minimum, i.e.,

the material assessed in writing, or if they are learning more than that.

D. Grouring for instruction within_the class

L Not done in history. In economics, the teacher groupz strong and weak
students together for oral report topics. thus assuring that all the students
learn, since the stronger and more committed will teach the others.

E. Identifyind students for special services

At this school teachers can and do make recommendations for sgecial
service placements,; e.d., in and out of accelerated classes. This tecacher has
more than once recommended a student for removal from his accelerated groups,
having ascertained that "they are unable to follow the structure” of the
seminar-like course. He judges this through an inability to keep informed

® about current events as they pertain to the class. The course regquires that
students draw inferences and he judges this by asking them to draw conclusions
about economics from current newspapers and news magazines.

| Q 4128e
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F. Controlling and motivatind stydents

Tests are clearly regarded by the teacher as motivational tools, assuring
that the material is studied. Review assignments serve the purpose of forcing
the students to go back over the chapter or unit in preparation for the test.
Indeed, all assigments function for this purpose. evidenced by their deadline
date for credit of the day of the relevant test. Indeed, the purpose of this
teacher's work is to get the students to learn a certain body of material. In
the accelerated econonmics classes this body of knowledge includes certain
analytic and organizational skills. In U.S. history it is content and a more
limited set of skills such as interpretation of maps and political cartoons.

Control in the classroom ie only indirectly achieved through assessment.
‘The teacher is strict, non=interactive, and maintains close control of
classroom behavior by his demeanor. There is little use. for example, of oral
questioning of the unruly to keep students on task. However, the teacher hands
out hamework assignments at the beginning of class and students who choose not
to be attentive are kept busy and quiet working on their assignment. It does
not appear that they must be secretive about this, just ~uiet and not anncving
tc others.

G. Evaluating instruction

Generally, as descrihed in I.A-B., above, instruction is preplanned and
not subject to alteration due to diagnosis of individual or group needs.
Repetition and review are either part of the general preplan of not done.
Since little class time is devoted to oral questioning:. each session basically
follows a lecture outline of, in economics, may be taken up by an assigned
group report. )

One aspect of instruction-~assessment practice--was altered based on
assessment outcomes. A number of history students who were not doing well on
the chapter tests said that the review questions did not help them., because
they did not comprehend an overview of the material. Since the textbook is
topically, rather than strictly chronologically organized, the teacher
responded to this complaint by devising an alternative to the regular review
assignment (a series of questions covering the main points of the material).
The alternative is a chart that the student fills out, telling for each event.
when: by wham, for what reason. etec., it occurred. These are time~lined, so
that the chronology of events emerges more clearly.

H. Communicatird achjevemert eXpectations

Clearly, the written aspRessment tasks are the measure of the teacher's
achievement expectations. He makes it clear that the students are being held
zesponsible for a certain body of material and that assuring that is the
purpose of the assesaments. Oral questioning as an achievement measure is not
articulated (o the students.

4.28e
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The meetings with small groups for economics oral reports were not held
during the observation period. so could not be directly observed., but the
teacher reports that he uses them as occasions on which to make clear just
what the expectations are, in both content and form of the presentation.,

Students who do not speak clearly and authoritatively when presenting in
economics may be interrupted by the teacher and asked to repeat with more
force and assertion, The whole range of public speaking skills, including
quickness in response to questions. are included in his comments to the
pPresenters.

I. Communicating affective expectations

While turning back tests and assignments, the teacher makes affective
comments, during observation only negative comments. For example, he might
say to a student that his/her score (apparently a low score) reflects the
level of attention that the student has been giving the class. The habitually
tardy also get guch negative comments when their papers are returned,

J. Providing test-takind experience

Not geen.

II. ASSESSMENT METHODOLOGY
A, Asgessment of achievement

1, and 2, Teacher-developed paper and pencil tests and quizzes AND
text—-embedded paper and pencil tests and quizzes

This teacher develops all his own tests and quizzes, He states that the
tests that accompany the text are too "rote”, that they measure only recall
and that that is not his goal. Occasionally he will "borrow” one of the
“good" questions from the text, However, analysis of the test gquestions
developed by the teacher indicate that his tests, too, are basically recall
exercises, /See II.A,.13, below,)

Testing in history takes place at the end of each chapter and each
three~chapter unit., Since a chapter is covered in a week, each Friday is a
test day. {Quizzes jre not given. Tests are point-graded and placed on a
curve, The curve is based on an at least 50% correct score for a passing
('C') grade. Usually, the teacher reports, there are more 'A' and 'B' grades
than 'D' and 'F' grades. Test grades and assignment gcores are summed by some
method not made clear in response o my queries to make up a final grade that
is reported as a zero to four point scale,

In economics, a similar pattern of assignments and tests was followed
early in the term, but later the students moved to oral reporting and tests

4128e 20 o251




are only gdiven on unit basis--economnics has a total of four short essay unit
tests, including a final exam. The teacher had firm, though judgmental
criteria for grading=-"I have in mind what should be there"~-and a student
receives an 'A' if it is "all there", a 'B' for "a =small amount missed”™ and a
'C' if there is "a lot missed". Since economics is an accelerated class,
there are 9encrally no grades below a °'C'.

in economics, material presented by students on reports becomes the basis

for tests on those subjects. The teacher takes content notes during
Presentations.

3. Performance asseszments

Performance assessment makes uP a significant part of the assesment in
economics. The reports are assessed, during presentation, on the basis of
content covered, delivery quality, and ability to answer questions from the
class and the teacher, in his words, "content and mechanics." The teacher
takes notes during the presentation. Handouts, outlines of talks and a
wiitten swmmary are submitted to augment the Perfoimance assessment, resulting
in a letter grade for the activity.

Although small groups work together on a single topic, each student takes
responsibility for a subsection of the topic and is graded entirely
independently. The quality of individual contribution is not hard to
_ identify, says the teacher; he looks at the content, the delivery, "plus my

own gut feelings of having worked with the 9roup for a week before [the
presentation) and observing the quality of the questions and answers.”
Willingness to participate actively ir the discussion is a significant factor
in the grade received by presenters. He finds a high correlation between
students’ ability to "speak off the cuff" and good scores on the exams, both
indicating overall well-preparedness.

In history, performance is not regqularly solicited, much less assessed.
It is basically a lecture course, with fegular written assignments.
Map-reading tasks and the two of three "art assignments" given during the year
would constitute the only examples which I could observe or discover through
interview. The "art assignuments," of which the drawing of a civil war soldier
or other period character is an example, were 9raded for "effort," "interest
taken" and "accuracy," although these terms were not further defined upon
questioning.

In the economics oral reports a variety of factors appear to become part
of the overall assessment. Speaking style, as manifested in confidence,
ability to think quickly and respond immediately to questions from the floor,
demonstrated effort (in the preparatory meetings as well as the reports
themselves), etc. play a direct role and a role that the teacher
acknowledges, though he would probably not regard them as affective, but
rather as achievement indicators.
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4, Oral questioning strategies

In history, little oral questioning was used, rather the teacher lectured
on points within the material that he expanded on in great depth., COverview
was to be gained from the reading and assignments. In a 40 minute class, the
number of questions asked averaged less than two per period; some Periods none
were put to the class. Most were inferential--could they draw some conclusion
or speculation from what he had just presented--and all were responded to by
volunteers.

In economics., questioning was used to follow up on the oral reports. The
class put questions to the reporters, both to review material that they were
not sure they had understood and to ask presenters to offer further
information or opinions. The teacher also asked questions, about four per
period. Those cbserved were all directed at one of the presenters.

(See 1I.A.1l3, below, for cognitive levels of the questions.)
5, Standardized tests

Not used. There will be a gocial studies minimum competency tests from
the state soon; the social studies staff at this school is not in favor.
Eowever, they are working to prepare questions and general scope of the test
drafts, in order to shape it, if possible.

6, Group assessment methods

aAlthough economics oral reports are prepared by small groups. each student
is assessed individually. (See also II. A. 3., above.)

7. Opinions of other teachers

This teacher shares opinions about individual students freely with his
colleagues, although he does not feel that such information influences his own
view. He dces take recommendations from colleagues into consideration when
evaluat ing for placement in accelerated classes.

8. Assessment of reasoning gkills

Although the teacher stresses that his purpose in assessment is to
evaluate achievement and., if questioned, he responds only with examples that
would be categorized as content learning, he is also looking for other types
of skill development and, at least in accelerated economics., is assessing on
the %asis of them. Success in economics is in part measured by a student's
ability to “understand the structure of the course."” That is, the student
must be able to organize material, draw out the most important points from
readings, draw conclusions and make inferences about it when questioned in
class. The few questions put to the class in history were inferential
quer ies, although none of the assessment activities called for this gkill,
There are ambiguous messages about the importance reasoning gkills given out

in these classes and lack of clarity about what is demanded in the
assessments, at least in economics.
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9. PFRegular assignments

Along with the weekly teacher-developed tests, assignments form the core
of assessment in history. fThere are assignments "practically every day," all
written for submission and peint g9rading. & "pasgic assignment" is "reading
text and answering guestions in writing." Before each test there is a
"summmary®” task that serves as a review. These may be submitted as responses
to guestions the teacher sets or, as described in I.G., above, an outline
chroncology. Assignments are to be turned in the following day, but will be
credited if turned in before the test on the material they pertain to.
Students have the right to request a rewrite, if they turn their work in long
enough before the test to have the rewrite completed.

Most assignments are questicons to be answered, although map completion is
also frequent. These map assignients are basically replications of maps in
the text. Editorial cartoons are alsc given out with guestions to be answered
about them. Much of this daily work is from materials accomPan;ing the text.
Almost all of it is recall work. One of the students reflected on the class
work, noting that "it's always the same® and, in fact, that observation seems

accurate.
10. Student peer rating

Not seen.

11. Student self ratings

Not seen.
12. Proportions of all assessments for all purposes that are the various types

U.5. history and accelerated econcmics are assessed vety differently, as
the percentage list shows. The teacher sees the sophomores in history as less
mature and also less interested. He teaches them the necessary subject

matter. The seniors in the advanced economics he attempts to challenge and

also expects them to be willing to take more responsibility for their own
learning.

13. Cognitive levels of gquestions

This teacher acknowledges that he does not feel completely confident about
his ability to assess, though not with reference to the different cognitive
lavels. He would like to have professional development on this topic. "I
feel," he says, "that I'm too subjective, even though lots of scores go into
it."
14, Strategies for integrating assessment and instruction

Seen only in the oral reports in the economics class. See II. A. 3.,
above.
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15. Dealing with cheating

Make up tests are always different from the regular test. TheY require
short essays, rather than objective answers, so they cannot be copied from
another student who has taken the test. During tests the teacher constantly
monitors the room, walking around and watching the students, occasionally
asking someone to move further from neighbors.

B. Assessment of affect

It geems to me that we peed some parallel to the first question under
*Asgegsment of Ability,"* i.e.s the relative importance of this to the
teacher. In this case, I would rate affect as of quite little value to him,

and far higher for the other social studies teacher.

GenerallY: this teacher distances himself frcm anyY consideration of
affective variables in his assessments. He ig careful to assign points and/or
grades to written or presentation work. He adnits no other factors in his
grading process. There is no hint of extra credit work or raising of grades
for students who ask to rewrite their assignments~~the second point result is
gimply substituted for tha first attempt.

1. Observing individual students

Very little attention is paid~-the teacher lectures, using the same
lecture regardless of the attentiveness: skillss etc. ©f the students. The
single example that suggests attention to affective factors of fndividual
students is the creation of the alternative review schema for those students
who complained that they just couldn't get the facts straight. The teacher
felt theY had weak study gkills and this matrix format would agsist them. The
alternative assignment is assessed as equally sufficient work.

2. Observing 7roup interactions

Seen only in the economics cral report groups. Part of the teacher's
assessrant of individuals' contribution to the group and therefore their grade
for the project ig the assertive role they take in the small group's meeting
with him., Similarly, responses to (uestions asked by classmates are observed
and evaluated by the teacher.

3. Using questionnaires
Not seen.
4. Using interviews (formal and informal)

This teacher does not spend a great deal of time one-on~one with his
students. He readily answers questions before and after class: but few
students meek him out, nor does he encourage this. He thinks they should go
to counselors with general academic or perscnal problems. The econcmics
students must have one or more meetings with him in preparation for their
reports! these become part of his basis for assessing the final product.
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S, Opinions of other teachers

This teacher listens thoughtfully to his colleagues, but draws his own
L conclusions»

6, Opinions of other students

Not seen.
® 7. Opinions of parents

In this gchool most Parents are actively involved in their children's
education, are attentive to homewcrk, push their children to achieve, This
teacher does not seek cut parents' opinions, nor regard them as important
input in any decision he makes, If there are pProblems, he follows the achool

L policy for written parent contact, but does not see them unless theyY come in
to meet with the counselor and request his presence.

8. Past student records

The teacher does not report any reference to past student records.

®
9, Affective characteristics measured
These factors are considered in the coral repori grading, but they are
*clear®, in his words, from the interactions prior to the report and the
presentation itself and do not, in the teacher's point of view, present
¢ difficulty for objective assessment,
C. Assessment of ability
1. Meaning of ability
®

General cognitive skills that enable a student to comprehend the intent of

an assignment or reading and to interpret it in order to complete it
successfully.

This teacher tries (and is confident he succeeds) tc assess purelY on the

® basis of achievement. In history, this means learning a body of knowledge and

becoming able to learn from non-textual materials such as maps, historic

photos, and cartoons., In accelerated economics, he expecta students to

achieve a variety of cognitive skills (interpretation, analysis, comparison,

argumentation, organization of material), as well as a certain body of

information, But all these he would place under the umbrella of achievement
@ and assess as such.




®
IIl. CRITERIA FOR SELECTING ASSESSMENT METHODS
° A. and B. Results fit the purpose AND method matches material taught

Generally. his recall questions do ascertain if the students have studied
the material. This is the paramount issue with this teacher. Commenting on
the revised review assignment option he said he was glad he'’d designed this
alternative, since "Their scores improved and that, of course, is my goal.”
Certainly recall questioning suits the pedagogy of lecture about factual

° matters.

C.~F. Ease of develobment AND ease of scoring AND origin of assessment AND
time required to administer

® These tests are easy to write, though it takes scme consideration to be
assured that the entire domain is sampled; they are easy to grade: and they
can be administered in a class period. since, in history, one day a week is
given over to testing, this last is an importan: factor. Further, time is
given to review of the test when it is turned back; up to 20 minutes is spent
on going over the questions and putting up the point results and the curve.

Make-up tests are short essay, with specific points assigned to each essay
and the teacher can readily state just what information has to he there to get
credit, so these, too, are easy to score. The teacher reports that he does
correct for bad writing on assignments., sometimes requiring rewrite, but this
is not done on tests nor is it factored into scoring.

This teacher draws most of his regular assignments from materials provided

with the text and develops his own tests. It is important to him that the
tests not be known to the students, s¢o origin of the test is a2 factor.

o G. Dearee of objectivity

This is a most important factor with this teacher. Although he has a
welleplanned, highly quantifiable grading strategy and tests that are
predominantly objective (multipie choice, reorder., matching, £i1ll in the
blank), he worries that he is "too subjective.” His comments on this subjec.

® indicate that he feels the best way to correct for this is to assess often,
but that may not be sufficient.

Scme of there assessment quality concerns may reflect his evaluations of
the economics reports, which are certainly more judgmental. However. he does
not admit that the factors which he uses tc evaluate those reports are other

® than readily observable, evaluable, achievement indicators.
o
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H. APPlicabilitY tg measuring thinking skills

This is an important consideration for this teacher. He eschews use of
the text~embedded tests because they are "tco recall”. His tests, he says:
sample all leveles of skills. Analysis of the teacher-developed tests, however,
indicates that almost all of his questions, like thwse in the text, are
recall. Thus: this teacher is not able to correctly apply an assessment
principle that he himself regards as critical,

I. Effective control of cheating

Cheating is handled through use of a different test for make-up. It is
short essay, rather than objective questions, so papers cannot be borrowed.
There does not seem to be any concern on the part ¢f this teacher that
assignment work is shared. Indeed, he comments that scme of the students who
ask for the alternative review assignment work them up together. The

assignment work must be completed to get credit and, he feels, students must
comprehend it in order to do well on the tests. That is sufficient monitoring.

Iv. QUALITY OF ASSESSMENTS

[T have construed the Percentades as proportional ratings.]

A. Paper and pencil assessments

Scoring criteria for essays: All the "essays” on regular tests are short
written answers and they are awarded 5 peints. Make-up tests consist of
longer essays:, usually 4 or 5, 9iven 5 points each. Grades for tests are
derived from letters or the 4-peint scale, sc total number of points for the
test is irrelevant. The essays are all recall; the teacher "knows what should
be there" and assigns points. He marks for style, spelling, etc. ©On
assignments (and sometimes requires a resubmission), but these are not
cons idered on tests.

Match between content and instruction was high: in the sense that the
teacher lectured the facts and then asked for facts back on the tests. 'The
assignments were also predominantly factual, especially the review assignments
to prepare the gtudents for the tests. There wag, however, a marked
difference between the content of instructional lectures and the material on
assignments and teats. For classroom lecture, the teacher selected certain
agpects to describe in detail (e.g., a battle line in World War I, the
asgsassination at Serajevo) which did not appear on the tests. TheY cannot be
interpreted as focussing on the most important issues, simply as interesting
incidents selected for scome other reascn. The students appeared to b aware
of this, for only those whe ware interested in the topic were paying
attention. Thus, with regard to whether the items 8amPled the domain. Yes.
theY did clearly de so with regard to the text mat:rial, although the lectures
did not point to that.

4128e

227 258




Scoring procedures were fully planned and articulated to the students.
The Placement of the cuts on the curve was generally set at 50% of the points
for a 'C', although this went up to nearly 60%, if the class scored generally
well.

B. Pperformance agsegsments

The only performance assessments seen were the oral reports in econamics
and the written versions turned in.

The teacher took notes openly during the Presentations, making it clear
that he was evaluating. However, the notes were on the content Of the
presentation, he reported. Performance factors included in the evaluation
were not recorded simultanecus with the Presentation.

Generally, the teacher had criteria in mind, including achievement.
affective, and ability. It 3did not &ppear *' * these had been fully
communicated to the students and, in fact, he was not aware that theY were not
all achievenent criterja. The overall quality of speaking itself was an
important evaluation variable, Yet this had been communicated tc the students
largely in far more specific terms, such as the direction to speak from notes.
rather than reading. No rating system existed for these reports, to my
knowledge.

Further, students d4id not appear to realize that they were alsoc being
graded on the basgis of their answers to questions from their peers. Often
they passed such a question on te a fellow presenter., when theyY could have
answered it too. That is, *hey did not active competitively in this regard.
although they were being Judged, not as a group, but individually. They did
tryY to answer the teacher's questions to the best of their ability.

As to the written version of the report that the students turned in, it
appeared to be less important than the classroom performance and it was
difficult to ascertain what criteria went into judging the essay. The only

description I got was that used for paper and pencil assessments, i.e., that
*it all needs to be there®. Students did not appear to have a clear idea of

how the compcnents=-oral presentation, <uestion answe: ing, and written report
weighed in the overall assessment.

C. oOral auestions

There was very little oral questicning in thege classes. In history, -
questions averaged less than 2 pPer pericd. All were answered by volunteers;
no scoring or other records were maintained. Questions were inference, i.e..
could the student take the Presentation the teacher was engaged in one step
further. This contrasted with the basically recall assessment environment and
the genecrally factual content of the lectures.
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There was almost never any verbal response to a student's arswer; the
teacher simply moved on in the lecture or, in economics, moved on to his nunt
question to the student Presenter,

V. FEEDBACK PROCEDURES

A. Oral and nonverbal feedback

This teacher is remarkably without affect. He varies his tcne of voice.,
his facial expression little. There is almost no e¥Ye contact with the class.
Even admonishments to misbehaving students are very controlled. Indeed, in
the few cases in which such control actions were necessary. he quietlY moved
up tc the offender, without even being noticed, and spoke in a quiet manner
that conveyed strong approbation., even barely controlled anger. Such actions
had a strong effect on the incividual and the class. The class was generally
quiet and, if many were not tracking the lecture, theY were qQuiet and under
control.

Students resporses to gquestions rarely evoked verbal comment Or even
nonverbal comment. Tite teacher asked a few questions of the economics oral
report groups and scn:times made a general comment, such as “thank you." "that

covered it." and, once, "good work" when the group's time was up.
Interestingly, he reported to me that he gave the economics report groups
feedback immediately after they finished Presenting--apparently regarding
these brief comments as sufficient feedback.

On the relative importanc: of feedback to the teacher., this case is very
low and the case of the other sccial studies te cher is very high.

B, Writtep feedback

Some students' assignments got writtei. comments, especially in the “essay"
sections, where language problems were noted. The written feedback was
minimal, but certainly appropriate yhere used.

VI. DESCRIPTION OF PEACUER A.D ASSESSMENL
A. Teacher's backt~ound
2, Two courses in college.

This teacher would like more training in assesament and evaluation and

specifically hope "+ oSuld be an outcome of participation in the project.
B. fTeacher's exy Jre of time

Here I have c.ascrued "teaching activities" to exclude time spent in and
out uf class on non-instructionally-related activities, guch as reading
announcments .

4128e 229 26 O




2. Note that assessments are developed before the term starts and all work is
fully laid cut. Assignments aie not developed by the teacher usually, but
drawn from text materials; some tests are used from year to vear.

The following addresses how students' time is spent, at least their
in~class time (for which we have data)}. In these classes time usage preaks
down as follows:

HISTORY

Instruction 70% (Lecture is 90% of this; oral questioning
10%)

Agsessment 38% (One day a week is testing, i.e., 20% of
all class time; tests and grading are
reviewed in class; assignments are not
discussed in detail)

Other 2% (Little class time is used for other
purposes)

ECONOMICS

n.b. Results would be different at the beginning of the term,
before oral reports are the main activity.

Instruction 20% {Teacher follow-up to report topics;
teacher expansion on qQuestions he asks
presenters)

Assassment 75%  {(Student oral reports constitute about

70% of this total*; alsoc unit tests:
teacher questioning of presenters)

Other 5% (Occasional guest speakers, as well as
minor other factors)

* I have counted the oral reports as assessment, although they were the
primary instruction on the topics as well.

C. Teacher characteristics

This teacher highly values his autonomy as a professional in charge of his
own classroom. His comments on his and his colleagues' oppeosition to testing
standards indicate this. He sees it as his responsiblity toc communicate the
base content of the subjecc matter and how he does it is his decision. He
also commented that -nst of the social studies teachers are not happy with the
text in current use because it is non-chronological and, while scme of his
colleagues just don't use the text, he cChocses to do so gince h2 likes to have

a text.
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These are highly structured ¢ .asses, activities fully laid out in
advance. The only deviations from pre-planned structure that I observed were
@ the invitation of one guest speaker in economics (although the idea of
occasional guest speakers is part of the term plan, just when they will come
is left open) and adjustment of the order of group report presentations due to
student absence from class.

The teacher eXpects students to become Part of the classroom process,

@ following the regular pattern of the weeks, knowing what is expected of them,
and taking repsonsibility for themselves. He does not try to make overtures
tc students to motivate them, nor seek to know why they do not perform. This
self-responsibility or maturity facto. appears tc be an important part of what
he tries to teach students ir his classes. Thus, he sees his responsibility
as ending when the material is presented and assignments and tests are clearly

® set and fairly administered. Students® failure tc learn becon s their own
choice. Notably, he is open toc amending assessmentr, if students bring their
difficulties toc him, as he did when a group regquested a different review
assignment in history.

The teacher iz committed to assessing on the basis of 'achiuvement, but, in
¢ fact, takes in some affective and ability variables as well.

The curve system used for grading is partially criterion referenced, i.e.,
50% is the minimum ever required for passing. The economics class is graded
on a 'C*' minimum. The economics tests are curved, but the cral reports are
criterion-graded.

VII. TEACHER'S PRERCEPTIONS OF STUDENT CHARACTERISTICS

The teacher generally regards most of these factors as either irrelevant
o or things that he should not pay attention to. His general approach appears
to be to refuse to cater to student insecurities, variation. etc., 1n order tc
motivate them to rise above these things and take responsibility for leacning
the material of the course. His students get little feedback, but he feels he
gives feedback.

@ Teacher's definition of success: Measured overtly only in achievement
terms. The students have mastered a specified set of material. He has fairly
and accurately evaluated and reported their progress. And, though not
expressed, he looks for the students to grow in ability motivation to do
independent work.

VIII. ORIGINS OF POLICY

Testing

State: Minimum competency tz2st in preparation, not yet used.

Department: The department (s working coocperatively to prepare a position for
@ input to the state wide competency test; it has as its policy that individual

teachers should decide their own requirements--"we fought long and hard for

academic freedom,” says the subject teacher.
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Reporting (AND Grading}

Disgtrict: District requires grade reporting 4 times for 9-week Periods. They
do not require that a gpecific grade be tied to some specific percent.
District also provides a "comments report,“ computer form with 20 affective

and achievement comments to select from.
School: Recommends that 50% be a passing mark minimum on any test.

Homework

School: Teachers must send work home for any student who falls behind, then
contact counselor, and, at third stage, request meeting with parents, student
and coungelor.

District: District policy is that schools must set up some procedure for
consultation with parents by 5th or 6th week of a grading Period in which a
student is not completing sufficient work to expect to pass.

Class Sizr,
District: There are “guidelines™ but the union hag not yet succeeded in
setting contractual limits.

Selection for Special Prodrams and RecOdnition

District: Establishes criteria for accelerated and skills emphasis students
and places primary responsibility on counselors.

School: Ccounselors select students for special programs, but teachers can
wake recommendations and expect that their recommendations will probably be
followed. Teachers can dismiss unqualified students from their accelerated
track classes, if they cannot or will not do the work.

Departmental: The department staff selects all students for special
recognition through vote at its weekly meeting.

Atcendance

District: Policies are generally set by the district.

School: Absence, lateness rules are Clearly set by the schcol and teachers
are expected to adhere to them. Some teachers serve as hall monitors to

intervene directly with tardy students.

Content to be Taudht

State: Approves a list of acceptable texts to be selected from by the
districts.

Discrict: Approves a list of texts to be selected among by the schools.
Department: Entire staff reviews and selects by vote among the offered
texts. Teachers may deviate from the text {especially in accelerated classes
like economics, in which current periodicals are a major content source)., but
many not use a different text.

Discipline
District/School: All discipline procedures are specified by the district and
applied to building conditions by the school administration. Building policy

on what constitutes an excused or unexcused abgsense is firm.

'Departmentz By consensus the department arrives at methods by which to assure

that activities ocut of school which they authcrize are categorized as excused
absencesg.
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NOTE ON THE RELATION OF pOLICY AND ASSESSMENT: Law Day

Each year the social studies department sponsors a "Law Day" in which a
large number of studenis participate. Members of the senior applied law class
and other social scudies students have the opportunity to spend the day at the
courthouse, observing trials, hearing lectures by members of the legal
profession, and, generally, exploring the legal system and legal profession.
Each year the social studies department encounters reluctance on the part of
the foreign language department staff to sign the forms required to excuse Law
Day participants from their classes. If students cannot secure an excuse from
their classroom teachers, they are not--according to strict school
policy--eligible to make up missed work. If, for example, a test is held on
Law Day. unexcused students get a "Zero"™ for the test. In past years some
students who failed to get excuses have suffered rather severely from "zeros"
on quizzes that the social studies faculty regards as having been scheduled
specifically to punish Law Day attendees.

This year, the social studies faculty feels it is in a stronger position
to secure excuses for the Law Day students, since the foreign language program
has a majcr event coming up shortly thereafter which will require excuses for
student attendance. If Law Day excuses are not forthcoming, the social
studies faculty will withhold excuses for that a2vent in retaliation.

However., the faculty had concerns about students' behavior during Law Day
and the legitimacy of getting excuses for the many students who leave the
event shortly after it starts, hanging out in an adjacent park instead of
attending events, or who simply don't show up at all. Should they take
attendance at the event? And, if so, at more than one point in the day? This
would assure attendance. since students not reporting would be unexcused and
therefore punished through ineligibility to turn in homework or make up tests
for the day. The social studies department, after discussion, decided not to
try to take attendance at Law Day, since reporting the widespread absence
would damage the chances of continuing to secure excused absence forms from
non—gocial studies faculty, leading, eventually, tc the actual attendees of
Law Day being punished for participating in a legitimate, sponsored event. It
was better to not monitor, than to risk invoking school pelicy which counts
absence negatively in student assessment.
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] I.
A.

®

B.
®

C.
e

D.
®

E.
®

F.
e

G.
®

H.
e

PROFILE OF SOCIAL STUDIES CASE #1

ASSESSMENT PURPOSES

Diagnosing individual
student needs

Diagnesing group needs

Assigning grades

Grouping for instruction
within class

Identifying students for
special services

Controlling and
motivating students

Evaluating instruction

Communicating achievement
expectations

.

d o
ERIC 4128e

IToxt Provided by ERI

Uninformed

Irrelevant

Useless

Not used

Uninformed

X
Irrelevant
X

Useless

Not used X

Uninformed

Irrelevant

Useless

Not used

Uninformed

Irrelevant

Useless Hist

Econ

Not used Hist

Econ

Uninformed

Irrelevant

Useless

Not used

Uninformed

Irrelevant

Useless

Not used

Uninformed

Irrelevant X

Useless

Not used X

Uninformed

Irrelevant

Useless

Not used
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wWell informed
Relevant

Useful

Used frequently

Well informed
Relevant
Useful

Used frequently

Well informed
Re levant
Useful

Used frequently

Well informed
Relevant
Useful

bsed frequently

Well informed
Relevant

Useful

Used frequently

Well informed
Relevant

Useful

Used fregquently

Well informed
Relevant

Useful

Used fregquently

Well informed
Relevant

Useful

Used frequently




¢
I. Communicating affective Uninformed X Well informed
expectations Irrelevant X Re levant
® Useless Hist Econ Useful
Not used Higt Econ Used frequently
J. Providing test-taking Uninformed X Well informed
experience Irrelevant X Re levant
® Useless X Useful
Not used _X Used fregquently
K. Relative importance Given "100 importance points" to distribute
of purposes across the purposes listed below, how would
® you distribute those points to reflect the
relative importance of the decisions lieted?
Diagnosing individval needs 2
Piagnosing group needs 2
*Asgigning g9rades 60
® Grouping for instruction 2
Identifying students for
special services 2
Controlling and
motivating 13
Evaluating instruction 1
® Communicating achievement
eXpectations 15
Communicating affective
expectations 3
Test taking experience 0
100 points
s *40% grades’ 20% measure achievement.
@
®
@
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11,

A, Asgessment of Achievement

1,

2,

3.

4.

5.

6.

14

8.

9,

ASSESSMENT METECDOLOGY

Teacher~developed paper and
pencil tests and quizzes

Text-embedded paper and
pencil tests and quizzes

Performance assessments

Oral questioning strategies

Standardized tests

GrouP assessment
methods

Opinions of other teachers

Assessment of reasoning

skills

Regular assignments

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed

Inappropriate
iiseless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed

Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

— M EE SV T Em—

Hist

— — Egon
Bist

__ Egon

e

-

) b

l%%%
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Well informed
Appropriate
Useful

Used frequently

Well informed

Appropriate
Dseful

Used frequently

Well informed

Appropriate
Useful

Used frequently

Well informed
Appropriate
Usaful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed

Appropriate
Ugseful

Used frequently

Well informed
Appropriate
Ugeful

Used frequently




L
10. Student peer rating Uninformed _X Well informed
Inappropriate X Appropriate
e Useleas _X — Useful
Not used _X Used frequently
11. Student self ratings Uninformed _X Well informed
Inappropriate X Appropriate
® Useless _X _  _ Useful
Not uged _X Used frequently
12. Propertion of all assessments for all purposes that are of various types
History Econ
® Teacher-developed paper and

pencil tests &0 40
Text-embedded Paper and
pencil tests
Performance assessments
Oral questions
o Standardized tests
Opinions of other teachers
Regular assignments
Group assessments
Student peer ratings
Student self ratimgs
® 100%

L7V

|

olojnin o0& |jolo

(7Y
olojow|o|o | [O e

{

13, Cognitive levels of questions posed in:

{N.B. Restatement of categories)
Study and Oral Tests and

® Assidnments* Discussion Questions Questions** Quizzeg***
Text-Emb. Teach.Devl. History Econ Actual Make-up
Recall 70% T4% 100% - 28% 99% 70%
Analysis - 6% - - 28% - _—
Compar ison 20% 2% - - 17% - 30%
Inference - 4% - 100% 5% LRksrE __
Evaluation 10% l4% - - 22% - -
* Both text-embedded and teacher-developed.
** N here is extremely small; little oral questioning occurs.
*** Actual tests are fill-in, multiple choice, setting events in chronological
order, matching sgets, and short essays of 5 points value. Make-up are all
short essay.

e **%* In one instance only: in accelerated economics, a single inference question
was included.
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Strategies for integrating

assesspent and
instruction

Dealing with cheating

B, Assessment of Affect

®

14.
L

15.
o
® 1.
‘ 2.
. 3.
. 4.
. 5.
. 6.
L

Obgerving individual
students

Observing group
interactions

Using questionnaires

Using interviews {(formal
and informal)

Opinions of other
teachers

Opinions of other
students

o
El{lC 4128e

IToxt Provided by ERI

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used
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Well informed
Appropriate
Useful

Used freguently

Well informed
Appropriate
Useful

Used fregquently

Well incormed
Appropriate
Lseful

Used freguently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently




®
7. Opinions of parents Uninforned X Well informed
Inappropriate X Appropriate
® Useless _X Useful
Not used X Used frequently
8. Past student recorcds Uninformed X Well informed
Inarpropriate X Appropriate
® Useless _X Useful
Not used _X Used frequently
9. Checklist of affective characteristics measured (considered):
® X Seriousnesa of purpese Code:
X Motivation and effort F = formal assessment conducted
X Attitude I = informal assessment conducted
Learning style X = Not measured
Interests
Values
] Preferences
X Academic self=concept
Locus of control
X Anxiety
X Maturity
X Social skills
® Study skills
X Other (specify: confidence )
10. Relative importance of affective assessment methods:
Observing individual
L students 60
Observing group
interactions 10
Using questionnaires 0
Using interviews
(formal and informal) __6_
@ Opinions of othe:r teachers o
Opinicne of other students -
Opinions of parents 2
Past student records 2
100%
L J
@
€ o
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@
C. Assessment of Ability
o 1. Meaning of ability for teacher
Value of this factor Important X Unimportant
for the teacher
Measurement »f ability Measured formally
Measured informally _ _
® Not measured X
Ingredients considered in assesasment of ability, if measured:
FACTOR(S) INCLUDED IN ASSESSMENT MEASURED HOW?=~-none really
@ measured
1. verbal ability Public speaking in oral
reports
2. Concentration General on-task behavior,
questicns asked
3. Spacial ability Quickness with map-reading
o tasks
4. Organizing capability/ability to structure of oral econ reports
comprehend overall principles and econ report handcuts
5.
2. Check decisions influenced by results {i.e., change with varying levels of
® ability).
Instructicnal objectives
Instructional strategies
X Grouping for instruction {within class)
Methods for measuring achievement
P Grading standards
X Students gelected for special services
Other {aspecify )
D. Text Assessments
o Checklist of assessment components provided with text
1]
r~=|
£
o
=l
g s
e & 3
X Oral questicns for class use
X X Homework assignments
X General assessment guidelines for teachers
X Paper and pencil tests

7' Performance assessments
Scoring guidelines

Quality control guidelines
Other {(specify

Eed




III.

D.

. Gu

H.

A. Results fit purpose

Method matches material

taught

Eagse of development

Ease of scoring

Origin of assessment

Tim> required to
administer

Degree of objectivity

Applicability to

measuring thinking skills

Effective control of

cheating

Elﬁl(; 4128e

CRITERIA FOR SELECTING

ASSESSMENT METHODS

Uninformed
Unimportant
Not used

Uninformed

Unimportant
Not used

Uninformed
Unimportant
Not used

Uninformed
Unimportant
Not used

Uninformed
Unimpor tant
Not used

Uninformed

Unimportant
Not used

Uninformed
Unimportant

Not used

Uninformed
Unimportant
Not used

Uninformed
Unimportant
Not used
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Well informed

Important
Used frequently

Well informed
Important
Used frequently

Well informed
Important
Used frequently

Well informed
Important
Used frequently

Well informed

Important
Used frequently

Well informed

Important
Used frequently

Well informed
Important
Used frequently

Well informed

Important
Used frequently

Well informed

Important
Used frequently




(A

J. Relative importance of criteria

4]128e

Results f£it purpose

Method matches material taught

Ease of development

Eagse of sScoring

Origin of assessment

Time required to administer

Degree of objectivity

Applicability to measuring
thinking skills

Effective control of cheating
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@
IV, QUALITY OF ASSESSMENTS
® A, Percent of paper and pencil assessments {teacher-developed or text-embedded)
having the following characteristics {n not total 100%):
3
90 Clear description of asgessment specifications
_ 60 Matches content of instruction
® 60 Matches cognitive levels of ingtruction
90 Minimizes time required to gather needed informaction
_.B0 Item format matches desired outcome
S5(_ Items clearly written
90 1Items sample domain
.95 Scoring prrcedures planned
® See notes Scoring criteria written for eszays
90 Clear directions
90 High quality reproduction
__90 Test scheduled to minimize distractions
® B. Percent of performance agsessments having the following characteristics:
3
10 Clez: description of trait to be measured with levels of
proficiency articulated
30 Matches intended outcomes of instruction
® 50 Minimizes time required to gather needed informection
70 Clear performance criteria
N 30 Students aware of criteria
60 Thoughtful exercises yield performance samples
30  Exercises sample performance domain
.40 prerformance rating planned
® 30  PResults match information needs
C. Percent of gral questions kaving the following characteristics:
3
pu 30 Sampling methods cover renge of achi>vement levels of students
10 Strategies involve everyone
95  Teacher waits for response
20  Student’s response given supportive reaction
30 Questinns match cognitive levels of instruction
10 Written performance records maintained
@
@
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®
V. FEEDBACK PROCEDURES
® A. Por gral and nopverbal feedback

Percent of feedback delivered to students who are:

L

70 strong {vs. weak)
® 70 Correct (vs. incorrect)
70 Male (vs. female)

Percent of feedback having the following characteristicsa:

-

$
g 95 Dpelivered in c.aes (va. out of class}
30 oral (vs. nonverbal)
__90 public (vs. Private!}
90 FPair (ve. unfair)
90 Focused on z.lievement (ve. affect)
® 90 Germane (V8. irrelevant)
90  Immediate (ve. delayed)
70 Positive (ve. negative)
® B. For writter ferAback

Percent of feedbk .2k delivered to studeats who are:

0 Sstrors (ve. weak)

® 0_ Correct (vs. incorrect)
50 Male (ve. female)

U'ILJ'I‘

Percent of feedback having the following characteristics:

$
¢ _20_  Comment (ve. symbol)
__40  positive (ve. negative)
90  Pair (ve. unfair)
90  Germane {(ve. irrelevant)
95 Focused on achievement {(vs. affect)
o
Uses samples of performance Never ) S Frequently
as feedback
® Uses public achievement chart Never X Frequantly
as feedback
q ¢
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VI, DESCRIPTION CF TEACHER AND ASSESSMENT
A. Teacher's background

1. Teacher experience. number of years:

il CQverall

21 At grade level

21 in school

With content

2. Relative contributions of various sources to teacher's krowledge of assessment

methodology
%
10 Teacher preparation training
.0  1Inservice training
. 10 Ideas and suggestions of colleagues

2

Professional literature

Teacher ‘8 guide to textbooks

86 Own experierce in classroom
100%

I

B. Teacher's expenditure of time

1. Proportion of time spent in teaching activities

%
.25 Planning
2 Teaching (cne on one)
S1_  Teaching (group)
20 Asgessing (see list below)
-8B other {(specify
100%

2. Proportion of time spent in assessment activities (paper and pencil. performance

assegsment, oral., assignments)

Developing own agsessments
Administering

Scoring and recerding
Providing feedback
Evaluating quality

WIPJh)l—'O
NU‘U‘[@QQ

-
=]
[ =]
a0

C. Teacher characteristics

Curriculum maker
Role in the claastoom and presenter

245

Reviewing and selecting assessments

276

Servant of policy
delivering
required content




Expectations of

professional gelf Expects little

Structure needs Rigia
View of high Correctness
quality performance demanded
Stereotypic view of students None
Attends to exceptional) student Maver
Sense of performance norms ) Unclear
Orientation to experimentation No risks

Orientation to cheating No concern

Amount of cheating None

vValue of promptness; importance

of timeliy work completion Unimpor tant

Interpersonal enviconment of

the classroom regarding assesamcnt:
Cooperative None
Competitive None

Attributions for reasons of
student success/failure:

70 Due to student
Due to teacher

30

100%

Basis for grading students:

5 Sense of ability
95 Demonstrated achievement
100%

Interpretation of agsessment:

Norm—-referenced
Criterion-referenced

50

50

1008
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Expects a
great deal

Flexible

Degrees of
quality eval,

Expressed often
Frequently
Very clear

Risk taker
Major concern

A great deal

Important

Freguent
Frequent




VII.

A.

B.

Ce

D.

E.

Fe

G.

He

I.

J.

Ability to learn

Willingness to learn

Rate of achievement

Maturity

Study skills

Social skills

Willingness to perform

Feedback needs

Self~aggessment skills

Sense of fairness

4120e

TEACHER'S PERCEPTIONS OF STUDENT CHARACTERISTICS

Low
No variation
Variation ignored

Low

No variation
Variation ignored

Low

Decreasing

Fo variation
Variation ignored

. IrresPpOnsible
No variation
Variation ignored

Undeveloped
No variation
Variation ignored

Undeveloped
No variation
Variation ignored

Reticent

No variation
Variation ignored

Weak
Nc variation
Variation igneored

Undeveloped

No variation
Variation ignored

Unclear
No variation
Variztion ignored
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High
Great deal
Addressed

High
Great deal
Addressed

High

Increasing
Great deal
Addressed

Responsible

Great deal
Addressed

Developed
Great deal
Addressed

Developed
Great deal
Addressed

Willing
Great deal
Addressed

Strong
Great deal
Addressed

Developed
Great deal
Addressed

Clear
Great deal
Addressed




«
E

O

K. Reaction to testing

L., Parental expectaticns

4128e

Tranguil
No variation
Variation ignored

Unclear
Low

Unimportant
No variation
Variation ignored
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Anxious
Great deal
Addressed

Clear

High
Important
Great deal
Addressed




SOCIAL STUDIES CASE STUDY #2

Background Information

This social studies teacher is on the staff of a four-year high school
that serves an urban., working clags neighborhood. This observation was
conducted on 10 days in April amd May, 1986. Interviews with the teacher took
place prior to, during, and after the observations.

He teaches five classes daily, three junior-level American history¥ courses
and, in the latter half of the Year, two senior economics courses. In
addition, the teacher is responsible for holding one period of study hall.

The schocl day is made up of eight class periods, each lasting 46 minutes, and
a brief lupnch break. The first period is extended by Bix minutes to serve as
the homercom Period for announcements and related activities.

All are courses required for graduation. In 1985-86 this teacher has all
general courses., although he usually has had at least one accelerated group.
However, each class has a few "Skills Emphasis” gtudents. These are
individuals who have been identified by school counsellors as needing extra
attention to their writing (he offers a Southeast Asian boy as an example).
For these students the teacher Prepares and offers opportunities to rewrite
assignments, extra writing work and extra-credit work, and more extensive
written comments on work submitted for grading. These students are identified
only on the class lists and are not themselves aware of the designation.

The students in the subject teacher's classes are approximately 65% white,
30% black, and 5% non-white immigrant, predominantly Scutheast Asian. Girls
and boys are present in about equal numbers.

i. ASSESSMENT PURPOSES

A. piadnosing individual student needs

At the beginning of the year, usually during the first class week. the
teacher gives all his classes two writing assignments that he uses to gize up
the students. These are short-essay exercises, "less factual than opinion and
evaluation questions" from which he draws conclusions about gtudents' level of
interest. It does not, he peints out, measure their ability. One assignment
is completed in class, the other is a homewoik task. The latter gives more
opportunity to those who are slower thinkers or writers and the former assures
that it is the gtudents' own work and ideas.

This Year the gizing up assessment consisted of three questiqns, all
having to do with current events. If the assignment were given during the
period of the observation, he offered by way of yxample, he would have asked
the gtuderics to discuss the American bombing of Tripoli, an event ver, much in
the news ai the time. He is testing for "what they know"” and “general
competency.” This contrasts with social studies case #1, a teacher who has a
sense of graduated ability.
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Having administered his own assessment, he then compares these results
with school records of some students' overall achievement and reading grade
level. *I'm suspicious of reading ability® discrepencies: he reports. and
histories of frequent absence from school. The combinations of his own
assessment and student records 9ive him "an identification of where they
should be" in the class.

These conclusions can: he explains, override the results of any specific
disappointing assessment outcomes during the year:, since "I KNOW what their
performance has been and that they CAN do it, but don't.™ He follows up with

such students in conference.

Regular homewcork assignments and tests are also used to diagnose
individual student needs. however the expectations are generally set from
these early sizing up activities. If sbifts in quality of work are noted, the
teacher requests a confersnce with the student.

B. Diagnosing group needs (See also I.G.--this iz overlap)

Lessons in these classes were largely outlined in advance and the class
proceeded through the material on a pre-set schedule. Therefore, little
evidence was seen of use of assessment to diagnose needs of the group for
recapitulation, further explanztion, etc. The teacher, bowever, contended
that he did repeat material "in a new guise,® if assessment results revealled
that many of the students had not learned important subject matter. He
described this process as one in whicbh he reevaluates questioning strategies,
reemphasizes the critical points when reviewing for the test and--most
importantly--retests the material. That is, the students are retaught and
retested without overt reference to the repetition. He says he doesn't say
he's repeating because students will think it is boring or feel he is saying
they were stupid to not get it the first time.

r

I
C. Aggidnind 9:ades

This teacher was recommended to the study by his principal pecause he is
well-known for the clarity and completeness in his grading system. Grades are
highly salient in this classroom. Students regularly ask questions about

gradingt+ the teacher frequently discusses grading.

The grading system is a cumulative total ©f points for the year. At the
point the observation began:, there were 1,273 possible points from assignments
and tests thus far in American history. FEconomics was at about 600 points,
since it is a half-year cotirse.

At different points during the observation the teacher offered two
different synopses of the pasis for his 9rading. In the first interview he
reported grading approximately one-third each ©n hcmework assignments, tests.
and projects. In a later discussien he offered cne~third each from tests.
assignments, and class participation asz the breakdown. By szchool policy there

d4126e 250 281




is a final exam in American history. His final can constitute up to 30% of
the year's grade, but it is usvally more like 10% of the point total, During
the observation, peints were assigned for tests. homework. responses to

questions posed in class discussion, and oral report projects,

Students are Very concerned with their peint standing, The teacher has
restricted inquiries about point totals to once a week and many students
availed themselves of times such ag in-class reading to go up ana ask for
their grade standing. The teacher maintains an accessible assignment book
with extra copies of homework that absent students are required to consult
when they return to school, They then have one or two days to submit the
migsed assignments. Work not made up counts as 2zero in the point total, but
students can negotiate these terms with the teacher if there ig ccod cauge why
they cannot complete all the work. Students who are not satisfied with their
grades are offered opportunities to undertake extra credit projects. These
cannot make up more than 10% of the gtudent’'s point total.

It remained somewhat mysterious what the teacher included in "extra
credit.” In response to interview questions: he described only extra work
cpportunitiess but when handing back tests noted twice that, "There wag no
extra credit and that's the way I like it.”

D. Groupind for instruction in clasgs

Thig was rarely done. The teacher reported that he assigned students to
small groups for oral reports based on his assessments. But, it was less on
the bagis of homo~ or heterodenecus achievement or perceived ability., than the
hope that an industrious student would motivate a less interested clasgsmate to
dc the work,

E. Identifying gtudents for gPecijal needg

This teacher would de this, if he were authorized, and believes his sizing
up assignment would Frovide a valid bagis, However, counsellors have the
responsibility of grouping and teachers' recommendations. according to the
informant, are rarely followed., S0, he doesgn't try to get gtudents replaced
very often any more. He does speak with a few gtudents each fall to encourage
then to apply for accelerated placement, scmetimeg successfully,

Cne example that the teacher gave of the problem of an improperly placed
student was of an outspoken clags mewber whom he characterized ag "dominating®
and using "gapping logic.™ In an advanced class, these problems would be
addressed, so he would get the help he needs. He had tried to pursuvade this
boy to take accelerated history, but he had not wanted to ghift his placement.
gince the gschocl year had already begun, The teacher thints he lacked
confidence, blaming the placement process. The teacher gives thig boy extra
projects out of class to try to help him realize his.poten.ial.
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F. Controllind and motivating students

The subject teacher uses assessment to both control and motivate; however,
he only recognizes the motivating function of his assessments. An upcoming
test is mentioned frequently as a spur to reading and homework preparation.
When students receive their graded assignments back to correct, the possiblity
of those same questions appearing on the unit test is announced. ©On one
occasion, when handing out an assignments the teacher urged the class to
really put some effort into it and prumised, if the homework results showed
sufficient understanding of the material, he would not give a chapter test
that week, but merely integrate the chapter into the three-chapter unit test
that would come up later in the month. Thus, agsessment it used for
motivating the class, both positively and as punishment.

Additionally, negative reporting ig amitted, in order to motivate. The
school provides forms to advise students and their families of impending
failure for the grading period. The subject teacher pointed these forms out
as an example of negative effects of grading. He does not zsend failure
warnings, rvather he c¢alls the student in to conference and then calls the
parents to discuss “progresas® and "improvement needed,® rather than failure.

bPuring class periods, asgsessment is frequently used to contrel the class.
The unruly, the uninterested, the sleeping may be called upon, out of any
pattern of order, to recite in class. Since the teacher regularly records
responses to questiona in his grade book, questioned students are Put on
notice that their behavior has an impact on their grade.

G. Evaluating instruction {see also I.B., diagnosing group needs~~some
overlap}

The teacher responded inccnaistently. Asked whether he ever changed
instruction based on assessment, the subject reacher replied, “constantly."
But (as the discussion under i.B. has detailled), this was not apparent. 1In
an earlier interview, when asked whether daily assignment results might
influence instructional decisionse, he construed the question to refer to
fur ther assessment decisions and stated that, while homework would rarely
alter what he would do in class, its results "tell me yhat I need to test
for.” That is, assessment is used to pian assesszment.

It seems improbable that major revision of instruction was undertaken,
gince a pre~set schedule for material coverage was closely adhered to, but
perhaps specifics of lecture and discussion were amended based on test
results. Re=introducticn of widely-missed questicns into a later test was,
indeed, apparent. (See I.B., above, for details of cbservation.)

K. Communicating achievement expectations

Observed only in remarks to the classes that they should "know this for
the test.”
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I. Communicating affective eXPectations

® At the beginning of the Year the teacher set standards for behavior and
for affective characteristics sucn as effort, seriousness, neatness in his
three-page "Classrocm Procedures” manual. Written assignments, for example,
are required to be in pen: to be neat, have specific margins. Stucdents can
lnse points if the don't follow these ruless during the observation, a student
lost point because he had not remembered to put his name on the assignment

. papers.

Within an apparently rigid grading system: in which each piece of paper,
each question has a point value, the teacher allows for extra credit and gives
some extra points for improvement. As he says to the class, as wall as to Mme
in interview:, no extra points is "the way I like it." but gometimes it does

® happen. He gave fairly substantial credit to a couple of students for
extremely marginal extra-credit reportss because they finally showed
-themselves willing to take on the Job and he had been trying to get them more
interested all Yyear.

The teacher also guards against lowering academic self-corcept through
® grading and reporting of failures. He takes special care to find some thirgs
to comment positively on in assignments and tests of students he is trying to
encourage. And, generally, he does not count off for poor spelling and
syntax, although he regards it as his duty to mark them. 1If he counted off
for those things: it wiuld, he feels, discourage effort and interest and,
especially, cause the students to write lesss; when he is trying to det them to
® write more.

J. Providind test-taking eXperience

Not apparent

@
II. ASSESSMENT METHCDOLOGY
A. Assessment of achievement
o 1. Teacher-devcloped paper and pencil testsg and quizzes
These are short answer, matching exercises, identifications. The teacher
likes "writing"™ tests, as the students are "more creative."
PS He tests every 5 to 6 days. These are chapter tests. unit tests cover

about three chapters of text and occur at least once a ;onth.

2. Textwembedded paper and pencil tests and quizzes

The text-embedded materials are use more for homework assignments: which
® are also graded. BHe is concerned about security of tests and this book has
been used now for five years:, so he regards it as no longer useful. And, the
true/false, fill-in-the-blank: definition sorts of questicens in the text
materials he thinks of as more suited to assignments preparatory to testing.
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3. Performance assessments

The two performance assessment methods regularly used in this classroom
are oral questioning as a measure of attention., etc. and student oral
reports. Oral report days take up one to two class days per chapter in
economics, i.e. one set approximately every two weeks. The teacher judges
seniors more capable of this work than younger students. In history they are
somewhat less frequent, but used as the basis for "current events day” every
third PFriday.

In the oral reports a small group of 2-4 is asked to read on a topic or.
in economics, to prepare one of the textbook's "case studies” (small examples
of actual cases of application of the economic pPrinciples under study). The
students are expected to summarize, to answer pre~set questions, and--at least
in theory--to lead the discussion. In fact, the teacher regularly preempted
the student-led discussion (sometimes despite student complaint) to conduct
his urval routine of oral questioning, addressing his questions exclusively to
the presenting group. .

These oral reports are graded. The teacher reports he locks for content.
demonstration of understanding of the reading: and research accomplished. if
that was part of the assignment. The students are required to hand in the
notes they report from and these constitute one-third of the grade.
Two~thirds of the credit is based on the performance.

Questioning turn strategies varied considerably from day to day. On a
grading day he often picks ocut five to geven students to "concentrate on.”
This becomes, for that group, a major assessment of class participation--which
he reports may constitute a third of their grade. Other times he may just go

down the rows. recording responses.

At still other times, when he is not trying to assign a specific number of
points or keep track of number of opportunities to recite, he takes a mixture
of volunteers and called-on students. Usually, volunteers can answer the
questions, called-ons cannot. Calling on studentc who are not paying
attention is a commonly used motivation or disciplining tactic. Boys recite
more, both in volunteering more often and being called on more often. After
such general questioning sessions, the teacher often records point marks for
recitation after class for students who have recited a lot or often called on.
apparently based on some general impression of their participation.

4. Oral questioning strategies

Oral questioning is the most common use of class time. This is how the
teacher instructs the students on the text material. He rarely lectures:
although sometimes a longer discourse sets the stage for a series of
questions. Responses become part of the grade; at least twice a week the
teacher has his grade book right at the lectern and records every correct and
incorrect response. Other days the teacher may. after class, write dcwn some
credit for students who have been participating well.
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S+ Standardized tests

Standardized tests are not administered in the social studies
department. This teacher would like to see one created, but his colleagues
are not interested. He is looking forward to the imposition of a state
minimum competency test for social studies.

6+ Group assessment methods

These are not a major feature of the classroom. In the oral reports,
some consideration is given to the fact that it has been group work, but to
the extent possibler the efforts of each member of a reporting group are
individuated.

7+ Opinions of other teachers

This teacher has virtually no contact with colleayues. There are no
scheduled meetings of the department. Their only joint work this year has
been selection of the new U.S. history te.:ts, a conmittee on which the
subject teacher sits. He does not seek out any formal or informal
consultation with colleagues and, in fact, only very rarely leaves his
classroom.

8. Assessment of reasoning skills

The teacher acknowledges the importance of testing for a variety of
skills, noting that the principal holds this as a high priority. The
school-mandated final exam in American history is checked over by the
principal and this, the teacher reports, is what he is looking for.
Otherwise, "he teacher does not seem to be to0 concerned on a day-~to-day
basis with r~asoning skills. He appears to regard use of his own short
answer ("writing®™) tests. as opposed to the text's multiple choice,
true/false, and idenification tests as sufficient.

9. Reqular assignments

This teacher gives three to four graded homework assignments weekly.
These &re intended to assure preparation, to focus students' attention on
what he regards as the major points of the reading, and to give him an idea
of ®"where they are®™ in their comprehension of the material. Considerable
class time is devoted to oral questioning for correcting missed answers on
returned ascignments, which then are turned in again.

Most assignments are text-embedded materials, though the teacher also
mikes use of questions he wrices himself.

10. student peer rating

Not used.
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®
11. student self rating
® Not used.
14. Strategies for integrating assessment and instruction
The only things I can think of here are oral reports, i.e. covering the
material through graded student performancer oral questioningr oral
® correcting of assignments and tests.
15. Dealing with cheating
There are strict rules for make-up tests and assignments that are
designed to inhibit cheating. Make-ups are almost always different from
® scheduled tests and are changed from year to year.

Scme students ar? placed in front seats or away from friends: in order to
iimit their cheating from cne another. Buring tests, students whose desks are
too close are asked to move. During tests, however, the teacher works at his
desk most of the time and does not monitor the class closely; cheating is

® rampant.

B. Agsessment of affect

1. oObserving individual students

Sleeping, acting cuts etc. are monitored: sometimes addressed, and
occasionally become part of the students® assessment. The teacher, when
annoyed, calls on a misbehaving gtudent for an answer to an oral question,
knowing that the gtudent will have no idea what the question was. The
failure to respond correctly is recorded: often with an oral admonishment.

The teacher makes use of the 20~statement multiple choice supplement to
the grade report. It consists largely of affective statements. Even though
he + critical of the form, he tries to check at least cne statemert--~usually
sonething about "in-class behavior® on each report.

® 2. Observing g9roup interactions

¥ot used. Students are not expected to interact in this class; it is
very teacher-student oriented.

3. Using questionnaires
Not seen.
4. Using interviews (formal and informal)
This teache: relies extensively on conferences with students. Sfome of
® these take place during class time, when the rest of the group is working on
reading or homework. Most are held privately, before and after school and

during the teacher's free periods. Several student conferences were
scheduled every day during the observation Period.
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At these conferences, students review their Progress. check on their
grades, request extra credit work, discuss their in=-class behavior (at the
teacher's request), and may talk about problems outside of class that are
impacting their su¢cess. The teacher regards family and Personal problems as
a major determinant of student achievement and classroom behavior and seeks
to draw this information cut of the students, in order to take it into
account in decisions about, for example, delaying due dates for work,
permitting extra credit, and allowing repeat of work.

5. Opinions of other teachers

Generally, neither valued not sought. However, the teacher does lock
through student records in the main office at the beginning of the Year.
While test scores are his primary interest, he does occasionally £ind remarks
of former teacher: helpful in his own sizing up process.

6. Opinions of other students
Not valued, in fact avoided.
7. Opinions of parents

This teacher tries very hard to engage parents' interest in their
children's educational process. He keeps a list of all home phone numbers at
his hame telephone and makes, he estimates, an average of about three parent
calls each night. He is interested in *the parents' agaesament Of their
child, but more important is their level of commitment to assisting the
teacher by monitoring hamework, encouraging the student, etc.

The teacher recalls cases in which his and parents' opinions of a
student's ability were in disagreement-~parents both underestimating and
overestimatine the child's potential. He tries to get parents to think as
highly of their children as possible, since he regards motivation and
self-confidence as keys to success.

8. Past student records

Records are used only for sizing up of students whom he feels may be
misplaced or may have scme serious reading, writing, or other academic
problem. He consults the school records in the third week of the Year,
looking especially at overall achievement results and reading test scores.

He regrets that these data are not current for his students. Occasionally he
finds teacher comments in the files of value as well.

9. None of these aspects are "measur2dA”. This response reflects what the

teacher takes into account., based on general impressions gained thr.ugh
classroom observation and conferences with students.
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C. Agsessment of ability
1. Meaning of ability

Potential to perform the work, if the student has
favorable envirommental conditions and motivation; demonstrated by verbal and
writing skills and general knowledge.

Although the teachar insisted he was not measuring anything but
achievement in his grades, two inconsistencies emerdged. Cne is the question
of extra credit (see 1.C., above). The second is the differing amount of
personal effort he was putting into his students on his own time. Asked why
he spent so much time cajoling, encouraging, and meeting with one student., he
responded that the boy is "bright.," though he misses lots of class and does
not do the work. With regard to another, rather disruptive student, the
teacher pointed him out to me as someone with moce “ability" than his work
evidenced, judged from the boy's verbal skill. He was able to discuss
current events. making his points emphatically, if not argumentatively.
although he did not read the assignments.

2, Decisions influenced LY results

In this response, instructional strategies that are obviously influenced
are calling students in for conference, eXpending axtra effort one~on-one.
offering extra credit work and agreeing to requests for extra credit
assignments. Oral questioning appears to be influenced as well, studentr
whom the teacher regards as "bright" often called on when they are
daydreaming or misbehaving, in order to try to bring them on task {either Ly
embarrassing them or by reminding them of his belief they can do it), while
other off~task students are simply ignored or verbally admonished. Grouping
for instruction is affected by the teacher's desire to put gome of these
students with unrealized potential into groups with high achieving and/or
hard working students, in order to evoke their participation in the task.

D, Text assessments (See II.A.13 for details, this is overlap.)

Text tests are not used, but only because of concern for cheating., not
test quality. All text-embedied assessment materials reviewed were all
recall.

III. CRITERIA FOR SELECTING ASSESSMENTS

Criteria for selecting agsessments were difficult to discern. The
teacher was not articulate about this in interview, indeed, appeared to
regard the query as irrelevant to his work. I conclude that the selection of
assessment methodology is fixed by long practice and not subject to review on
his part. The teacher recards all his assessments as fully objective.
whether paper-and-pencil, oral reports, or class recitation.
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The considerations that did gurface had less to do with the
appropriateness of the method to the content. than with periferal issues.
For example, he made up hig own paper-and-pencil tests because those that
came with the textbooks had been used before. Next year: when they have a
new text, he may use them. He noted ease of scoring as a factor, as well as
time it takes in the claasroom. These factors seem to determine how many
questions are given and limits writing to short resprnses.

G. Degree of objectivity

The teacher beliet .s that objectivity is the crucial factor in testing
and that all hi3s assesaments and his grading system are completely
cbjective. It is unclear where socme of the extra credit points fit into this
scheme. Apparently it is at least partly cut of concern for objectivity that
the teacher restricts his testing to recall.

Iv. QUALITY OF ASJSESSMENTS

{I have construed the percentages as proportional ratings.}

A. Paper-and-pencil asgsegaments

Cognitive levels: fText—-embedded study questions for a sample history
chapter consisted of 21 recall gquestions and 26 definitions. All quizes and
tests observed were recall ghort answer questions. Assignment gheets.
text-embedded or teacher-developed were recall.

Assessments did tend to match the instruction, since it was by and large
recall as well. In history class oral questioning sessions: three-fourths of
the questions were recall. In economics recall was solicited in about
two-thirds of the questions. Other questions called for opinions from the
students, primarily evaluation and comparison.

Directions: Students have Plenty of opportunity to ask for
clarifications, before and during work on assignments and tests. Directions
are quite clearly outlined verbally.

See 1105013' above.

The classrocm procedures manual details the grading system: what percent
of points are required for each 9rade: what will be graded: how credit is
appeortioned.

Feproduction: Teacher-developed assessments, printed on the teacher's

dot-matrix printer. contained some errors of spelling and syntax. Whether
written on the hoard or from his computer, all assessments are legible.
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B. Performance assessments

The clargioom proc2dures manual gives written definition of how the oral
reports are to be constructed and how much they count, but does not offer the
strategy for evaluating them (one-third for notes and two-thirds for
*presentation®™) that the teacher says he uses. That is not recorded anywhere.

C. Oral questions

Supportive reaction: Correct responses were more often followed by a
verbal comment than were wrongd answers. Correct responses solicited a
comment such as "ok,” ®yves:" "good,” but often just a follow-up question to
the same student. WronY answers evoked a negative comment re the student's
attention or preparation or: most frequently, simply the same question put to
another student. Questions from the teacher following oral reports were more
interactive than general recitation. There was more verbal evaluation of the
answers by the teacher.

Cognit ive levels: By and larger oral questions address recall {(see
IV.A.). In the fcllow-up to the oral reports there i3 more use of higher
order questions, students on the pPanel asked to evaluate, to comparer justify
their opinions with arguments.

Performance records: The teacher makes cbvious use of the grade hook
during selected oral questioning sessicns: recording each student's right or
wrong response. A typical graded recitation session had 50 possible points
for those students selected for grading. After non—recorded questioning
sessions the teacher often placed points in the grade book for students who
had responded well and ncted those who were unable to respond correctly.

Sampling: when not explicitly selecting a sub~set of students for
grading, oral questioning tends to be conducted on the basis of
volunteering. In history, about four-fifths questions in such sessions were
anewered by volunteers. Some students shout out answers, when a classmate is
slow to respond.

V. FEEDBACK PROCEDURES
A. Oral and nopnverba) feedback (see also IV. B. and C., above; some overlap)

This Lteacher is very concerned with students' privacyr especially with
regard to their assesaments. Grade reports were schedulzd to come ocut during
the observation period and, in a session prior %o their being mailed ocut to
students'homes, the teacher spent class time calling each student to his desk
where heé yrote down their grade and peint standing on slips of paper.

Several times he reiterated that "Your grades are.your grades and not to be
shared with others.”™ Questions about grades and pProgress are referred to
private conference.
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B. wWritten feedback

The data here are thin. Generally, assignments and tests seen received
only a letter yrade, although the teacher stated in interview that he tries
to make a positive comment on each Paper. However: it was clear that the
most important criterion for the teacher is that written feedback is positive
in tone. Negative feedback, he feels: does nothing by discourage interest
and effort {e.g., see above, re the failuxe warning reports).

VI. DESCRIPTION OF TEACHER AND ASSESSMENT

A. Teacher's background

2. Two courses on evaluation and measurement many Years wgo in college and
one in-service after arrival at this school. He regards them to have been of
little value.

B. Time expendjture

Here I have construed “teaching activities® to exclude time spent in and
out of class on non-instructionally-related activities. such as reading
announcements, letting students £ill out genior popularity questionnaires.
etc.--a total of guite a bit of time.

1. One~on~one teaching is conferences with students.

2. He spends several hours everY nights ag well as his free periods working
on assesament and instructicnal planning. The largest proportion of this
time is apend correcting and writing assessments. Aiso, parent contact is an
important use of time: he makes two to three calls each night.

This section addreases how the students' time is spent: at least their
in~class time (for which we have data). In these classes time usage varies
greatly by day and breaks down as follows:

Instruction 10-60% {of this totair approximately 20% is
lecture in economicsa. 30% in history;
708 is oral questioning)

Assessment 17-85% (excluding test days, but including
giving cut assignmentsr correcting
asaigments &nd tests. anawering
questions about assignments, teats and
grades: in economics, includes student
oral reports®*)

Other 4-30% (mostly roll taking, announcementss
interruptions auch as phone calls, but
also reading and homework Preparation
time)

* Thege oral reports are more assessment than instructions since the teacher

goes over the material agains either ° lecture and oral Queationing to the
class or in eXpPansions on guestions .ut to the Presenters.

4126e 61 2932




[\

C. Teacher characteristics

Attends to exceptional student: This teacher asks questions of the
students most likely to know the answers and, especially, to be willing to
engage in discussion. He seeks to motivate students who are "bright.” but
not working, calling them into conference. He does also take pains to offer
his "skills Emphasis” students the extra assignments and opportunities to
write that the counsellors recommend for them.

Expectations of professionzl self/ Structure needs/timeliness.
flexibility/ attributions of student success & failures This is a highly
stiuctured classrocm system--a fixed grading policy, a set schedule for
progress, pre-planned instrucctions and assessments. It is the same from
class to class and, it possible to infer, from year to year. Use of time is
frequently referred to; desired testing outcomes are the object of
instructional questioning. The teacher believes that part of his job is to
train juniors and, especially, seniors to be responsible for themgelves:

They are expected to look up missed 2ssignments, 2rrive on time for class
with their beooks, pens and papers, to meet appointments made for

conferences. The teacher is also more comfortable with a structured setting.
Bowever, it often breaks down in class, the students drawing the teacher away
fram the planned instruction onto other topics and acting disruptively; this
is some sort of game in which they get him to fail to impose his structure on
them. There appears to be no assessment punishment for this behavior~--thess
are the "bright” students.

The teacher takes his charge very seriously. He would 1like to have a
more standardized, department-wide curriculum, but as it now stands, he is
satisfied to completely cover the text material. He takes responsibility for
student prodress. "It’s up to the teacher to teach it,” he says, and he
spends many hours working with individual students and trying to engage their
parents in cheir progress.

VII. TEACHER'S PERCEPTIONS OF STUDENT CHARACTERISTICS

Feedback needs: These are highly individual. He feels that all students
need some positive feedback, but some geek it all the time and others are
more independent. This need for confirmation he regards as an index of
maturity. For example, one sophomore who was enrolled in junior history kept

asking from more comments on her wecrk, more guestions to answer in class,
additional assignments to do~-ghe is "young,” he says.

Parental expectations: Generally, the lack of parental interest is a
very sarious concern for this teacher. He blames divorce and family problems
for many of hig students' failure to take an interest in their schooiwork. &
minority of parents he describes as highly involved, but most are difficult
to engage, even though he requests conferences on the students' grade reports
and calls parents to discuss progress and how they might help. Parents who
are interested usually have a fairly 2ccurate picture of their children's
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potential, but he has some who think that their c¢hild is far brighter than is
the case and, occasionally, parents who underestimate their child. Overall,

he wishes for higher parental expectations, since they motivate the children

to do better.

Teacher ’s definition of success: {1) Achievement: “what counts is the
final result, what they've learned overall." Mo single assessment indicates
very much. He's succeeded if "they learn that there's lots they don't
know." (2) performance: If there are lots of volunteers and a wide show of
interest, then the class is successful. {3) Thinking skills: Achievement
must demonstrated, that's most Important, and it's dem:.trated when a student
“looks back on his own" and brings material from earlier in the year irto
current discussion, "as his own application.® (4} Affect: When a student
comes to cooperate in his/her own learning Process. that's successs, to “do
an assignment they‘'ve refused to do before:" when they show "increased
metivation.®

VIII. ORIGINS OF POLICY

Testing
State: Minimum competency test is in preparation, but not yet used.

School: Pinal exam is required for American history by the school
principal. percent of grade is set by him as maximum 30 Percent; he reviews

exams drawn up by individual staff. Teacher's rule in final is maximum of 10
percent.

Reporting
District: District requires grade reporting 4 times for 9-week Periods.

They do not require that a specific grade be tied to some specific percent.
Use of the “Comments Report® computer multiple choice form is also optional.
though recommended. Teacher always uses it.

Homewo

Class Size

District: There are "guidelines," but the union has not been able to get
contractual limits as yet.

Selectior for SPecial Prodrams and Recognition

Recognition: WNo information

Distr.vt/School: 1It is districtwide policy that counselors Place students in
accelerated/skills emphasis/advanced year classes. At this school, this is
strongly emphasized, teachers not even having recommendation power. The
teacher tries to get students to request repPlacement themselves.

Attendance

District: policies are generally set by the district.

School: Specific counting of latenesses, opportunities to make uP work are
gsubject to school policy:, but the teacher basically dces what he judges best
on a case-by-case basis.
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Content to be Taught
State: Approves a list of acceptable texts to be selected from by districts.

District: Approves a list of acceptable texts to be selected from by schools.
Department: Committee recommends texts. selection ratified by department
vote.

Discipline

District/School: all discipline procedures are specified by the district and
applied to building conditions by the school. However, the teacher takes
some initiative personally, requiring, for example, that a student cume in
before or after school to do an assignment, if the work has not been coming
in or if he has doubts about whether the student is doing it him/herself.
The teacher alzo uses classroom behavior and work completion as criteria for
granting or denying such Privileges as library passes. He also makes
personal judgments about the worthiness of excusing students for other school
activities, based on how he values the activity and how cften the student is
absent from class.
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PROFILE OF SOCIAL STUDIES CASE #2

®
® I. ASSESSMENT PURPOSES
A. Diagnosing individual
student needs
L
5. Diagnosing group needs
L
C. Assigning grades
L
D. Grouping for instruction
within class
®
E. Identifving students for
special services
®
F. Controlling and
motivating students
®
G. Evaluating instruction
&
H. Communicating schievement
expectations
®
4126e

Uninformed

Irrelevant
Useless

Not used

Uninformed

Irrelevant
Useless

Not used

Uninformed

Irrelevant
Useless

Not used

Uninformed

Irrelevant
Useless

Not used

Uninformed

Irrelevant
Useless
Not used

Uninformed

Irrelevant
Useless

Not used

Uninformed
Irrelevant
Useless

Not used

Uninformed

Irrelevant
Useless

Not used

265

X
X
X
X
X
e — e X
X
X
=3
X
X
X
X
X
X
X
X
X.
X
X
X
.
—_ X
X
X
X

236

Well informed
Relevant

Useful

Used frequently

Well informed
Relevant

Useful

Used frequently

Well informed
Relevant
Useful

Used frequently

Well informed
Relevant

Useful

Used frequently

wWell informed
Re levant

Useful

Used Srequently

Well informed
Re levant
Useful

Used frequently

Well informed
Relevant
Useful

Used frequently

Well informed
Relevant

Useful

Used frequently




¢
I, Communicating affective Uninformed _X Well informed
expectations Irrelevant X Relevant
® Ugeless X Useful
Not used X Used frequently
J., Providing test-taking Uninformed _X Well informeAd
experience Irrelevant X Relevant
® Ugseless _X Ugeful
Not used X Used frequently
K. Relative importance Given "100 importance points™ to distribute
of purposes across the purposes listed below, how would
® you distribute those points to reflect the

relative importance of the decisions listed?

Diagnosing individual needs 5
Diagnoging group needs
*Aggigning grades

® Grouping for instruction
Identifying students for

n

special services 1
Controlling and
motivating 10
Evaluating instructirn 1
® Communicating achievement
expectations 15
Communicating affective
expectations 6
Tegt taking experience 0
100 points
® *Grades 58%; measure achievement 2%.
@
L
®
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II1.

A,

1.

24

3

4.

S

6.

T

8.

ASSESSMENT METHODCLOGY

Agsessment of Achievement

Teacher ~-developed paper and
pencil tests and quizzes

Text-embedded paper and
pencil tests and quizzes

Performance assessments

Oral questioning strategies

Standardized tests

Group assessment

methods

Cpinions of other teachers

Assessment of reasoning
skills

Q@ 4126
IC

ninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninfocmed
Inappropriate
Useless

Not used

Uninfermed
Inappropriate
Useless

Not used

Uninformed

Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used
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X
x A—
x A el
X
X
X
X
L
X
£
X
X
X
X
X
X
£
X
X
X
X
X
X
£
X
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Well informed
Appropriate
Useful

Used frequently

Well informed

Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed

Appropriate
Useful
Used frequently

Well informed

Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed

Appropriate
Useful

Used frequently




9. Regular assignments

10, Student peer rating

11, Student self ratings

Uninformed X

Inappropriate

Useless

Not used

R B

Uninformed X

Inappropriate X
Useless X
Not ugsed X
Uninformed _X
Inappropriate X
Useless X

Not used X

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used freguently

Well informed
Appropriate
Useful

Used frequently

12, Proportion of all assessments for all purposes that are of various types

Teacher-developed paper and

pencil tests
Text-embedded paper and
pencil tests
Performance assessments
Oral questions
Standardized tests

Opinions of other teachers

Regular assignments
Group assessments
Student peer ratings
Student self ratings

13, Cognitive levels of queations posed ine

{R.b. restatement of categories)

Assignments*

Recall 74%
Analysis 2%
Compar ison 8%
Inference -
Evaluation 12%

Study and
Riscugsion Questions

Text-embedded Teach.Devl.

968 100%

- -

4% -

*Both text-embedded and teacher-developed,

**Higher figures reflect senior economics classes,

Oral
Questiong**

65-75%
lo0-15%

15-25%

LTy

-

|l lw
=] L

Ln

ok

L

=
(=]
(=]
o

Tests and
Quizzegwhw

190%

-
-
-

Most non~recall questions were

put during follow~up to cral reports and addressed only to the students in the

reporting group.
***7]11 teacher-developed,
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14,

Strategies for integrating

a.Jessnent and
instruction

15, Dealing with cheating

B. Assessment of Affect

1.

2.

3.

4.

Obgerving individual
students

Observing group
interactions

Using questionnaires

Using interviews {formal
and informal)

Opinions of other
teachers

Opinions of other
students

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Bot used

Uninformed
Inappropriate
Nigeless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

Uninformed
Inappropriate
Useless

Not used

X
.
X
.
X
.
X
X
X
X
.
.
.
X
X
X
X
.
.
.
X
.
.
X
X
.
X
-
- .

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used freguently

Well informed

Appropriate
Ugeful
Used frequently

Well informed
Appropriate
Useful

Used frequently

Well informed
Appropriate
Useful

Used fregquently

Well Informed

Appropriate
Useful
Used freguently

Well informed
Appropriate
Useful

Used frequently

Well informed

Appropriate
Useful
Used frequently




¢
7. Opinions of parents Uninformed X Well informed
Inappropriate X Appropriate
Useless X Useful
A Not used X Used frequently
8, Past student records Uninformed X Well informed
Inappropriate X Appropriate
Useless X Useful
& Not used X Used frequently
9, Checklist of affective characteristics measured (considered):
X Seriocusness of purpose Code:
L4 X Mot ivation and effort F = formal assessment conducted
X Attitude I = informal assessment conducted
Learning style X = Not measured
X Interests
Values
o Preferences
X Academic self-concept
Locus of control
X Anxiety
X Maturity
Social skills
X Study skills
e Other (specify )
10, Relative importance of affective assessment methods:
Obsexrving individual
® students 40 |
Observing group |
interactions 5 '
Using questionnaires 1]
Using interviews
® (formal and informal) 35
Opinions of other teachers 0
Opinions of other students 0
Opinions of parents 19
Past student records 10
1008
@

C, Assgsessment of Ability

1. Meaning of ahility for teacher

Value of this factor Important X Unimportant
for the teacher




Measurement of ability Measured formally

Measured informally
Not measured X

Ingredients considered in assessment of ability, if measured:

FACTOR(S) INCLUDED IN ASSESSMENT MEASURED HOW?--none really
measured

Verbal ability Observation, repartee
General knowledge, especially of current Class discussion
affairs—-~learning without reading for content

Lamnguage barriers-~non~native speaking Class discussion, conferences
students whe manage are regarded as intelligent

Parental involvement--if they are not Conversations with parents

assisting in motivation & the gtudents does well,

it is from strong apility

Confirmation from parental examples of the Conversations with parents
student's ability, e.g., stories of early

reading, outside interests

2. Check ﬁ)ecisiona influenced by results (i.e., change with varying levels of
ability).

X Instructicnal objectives

Instructional strategies

Grouping for instruction (within class)
Methods for measuring achievement

+

X Grading standards
X Students selected for special services
X Other (spec’“y time and effort expended by teacher on the student)

D. Text Agsessments

Checklist of assessment components provided with text

®
®
®
L.
2.
3.
4
4.
5!’
®
®
®
®
®
®

4 Q
EMC 4126e

IToxt Provided by ERI

L]
-
c
T3
a
& 3
X Oral qguestions for class use
X X Homework assignments
no_ info General assessment guidelines fer teachers
X Paper and pencil tests
Performance assessments
ne_info Scoring guidelines
no_info Quality contrel guidelines

i

Other (specify )
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III.

A. Results fit purpose

C.

.

E.

F.

G.

H.

I.

Method matches material

taught

Ease of development

Ease of scoring

Origin of assessment

Time required to
adninister

Degree of chbjectivity

Applicability to

measuring thinking skills

Effective control of
cheating

CRITER(A FOR SELECTING ASSESSMENT METHODS

Uninformed X

Unimportant

Not used

Uninformed X

Unimportant

Not used

Uninformed

Unimportant

Not used

Uninformed

Unimpor tant

Not used

Uninformed X
Unimportant

il

Not used

Uninformed

Unimportant

Not csed

Uninformed X
Unimportant

Not used

Unirformed X
Unimpor tant

Not used X

Uninformed

Unimportant

Not used

212 303

Well informed
Important
Used frequently

Well informed
Important
Used frequently

Well informed
Important
Used frequently

Well informed
Important
Used fregquently

Well informed
Important
Used frequently

Well informed
Inportant
Used frequently

Well informed
Impor tant
Used frequently

Well informed

Important
Used frequently

Well informed

Impor tant
Used frequently




J+ Relative importance of criteria

Results fit purpose
Method matches material taught
Ease of development

Ease of scoring

Origin of assessment
Time required to administer
Degree of objectivity
Applicability to measuring

thinking skills

Effective control of cheating
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Iv. QUALITY OF ASSESSMENTS

® A. percant of paper and pencil assessments (teacher-daveloped or text-embadde )
having the following characteristics (need not total 100%):

U op

0 Clear dascription of assessment specifications
Matches content of instruction

Matches codnitive lavels of inatruction
Minimizes time reguired to gather needed informatinn
Item format matchea deaired outcoma

Ytems clesarly written

Items sampla damain

Scoring procedurea planned

Scoring criteria written for essays

Clear directions

High quality reproduction

Teat acheduled to minimize distractiona

ekl

ey |
]

®
QF
(—3

] -
o

B. Percent of performance asesssaments having the following characteriatica:

Claar dascription of trait to be measured with lavels of
preficiency articulated

Matches intended outcomes of inatruction

Minimizes time required to gather naeded information
Claar performance criteria

Studanta awaras of criteria

Thoughtful exercisea yiald performance samplass

Exercigea sampla performance domain

Parformance rating planned

Results match information needa

|3..

4

I—‘ll—'
L=0 (=]

N foo
L= =]

C. Percent of oral duestions having the following characteristics:

e op
L]

Sampling methode covar range of achievement levels of students
Strategias involve evaryone

Teachar waita for reasponsge

Student's rasponse given aupportive reaction

Queations match cognitive levels of instruction

Written performance records maintainsd

°
Hl
[~

4

1
\ol
=
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V. FEEDBACX PROCEDURES
% A. For oral and nonverbal feedback

Percent of feedback delivered to students who are:

]
75 Strong (vs. weak)

® 70 cCorrect {(vs. incorrect)
60 Male {(vs. female)

Percent of feedback having the following characteristics:

belivered in class (vs. out of class)
Oral (vs. nonverbal)

Public (vs. private)

PFair (vs. unfair)

Focused on achievement (vs. affect)
Germane (vs. irrelevant)

Inmediate (vs. delaved)

Positive (vs. negative)

o Jon g~ [on » N &P
QOO o e

B. For written feedback

Percent of feedback delivered to gtudents who are:

%
30 strong (vs. weak)
® 30 correct (vs. incorrect)
—50 Male (va. female)

Percent 0f feedback having the following characteristics:

comment (vs. symbol)

Positive (vs. negative)

Fair (vs. unfair)

Germane (va. irrelevant)

Focused on achievement {(vs. affect)

el -

Uses samples of performance Rever _X Frequently
as feedback

PY Uses public achievement chart Never _X Freguently
as feedback

qd o
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VI. DESCRIPTION OF TEACHER AND ASSESSMENT

&, Teacher 's background

1, Teacher experience, number of years: 20+ OQverall
20+ At grade level
12 In school
5  With content

2., Relative contributions of various sources to teacher's knowledge of assessment
methodology

Teacher preparation training
Ingservice training

Ideas and suggdestions of colleagues
Professional literature

Teacher 's guide to texthooks

85 Own experience in classroom

l o»
< Jun

[
L=3
L =]
[ ]

B, Teacher 's expenditure of time

1, Proportion of time spent in teaching activities

Planning

Teaching {one on one)

Teaching (group)

Agsessing (see list below)

Other (specify )

CaF Ful N e

|
(=]
L=
[

2., Proportion of time spent in assessment activities (paper and pencil, performance
assessment, oral, assignments)

Reviewing and selecting assessments
Developing own assessments
Administering

Scoring and recording

Providing feedback

Evaluating quality

W N o»
un JUh 1O tun

A

| g
(-]
o
L

C. Teacher characteristics

Servant of policy

Corriculum maker delivering
Role in the classroom and presenter X required content




Expectations of

professional self Expects little

Structure needs Rigid
vView of high Cotrrectness
quality performance demanded
Stereotypic view of students None
Attends to exceptional student Rever
Sense of performance norms Unclear
Orientation to experimentation No risks
Orientation to cheating No concern
Amount of cheating None
Value of promptness; importance
of timely work completion Unimportant
Interpersonal environment of
the classroom regarding assessment:
Cooperative None
Competitive None

Attributions for reasons of
student success/failure:

20 _ Due to student
80 Due to teacher

100%

Basis for grading studentsa:

Senne of ability
Demonstrated achievement

20

80

100%

Interpretation of assessment:

10 MNorm-referenced
90 Criterion~referenced
100%
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Expects a
great deal

Flexible

Degrees of
guality eval.

Expressed often
Frequently
Very clear

Risk taker
Major concern

A great deal

impor tant

Frequent
Frequent




VII.

A,

B,

o

D,

E,

P,

G.

H.

I,

Ability to learn

Willingness to learn

Rate of achievement

Maturity

Study skills

Social skills

Willirmgness to perform

Feedback needs

Self-assessment skills

TEACHER 'S PERCEPTIONS OF STUDENT CHARACTERISTICS

Low
Ro variation
variation ignored

Low

No variation
variation ignored

Low
Decreasing

Ko variation
Variation ignored

Irresponsible
Mo variation
Variation ignored

Undeveloped

No variation
variation ignored

Undeveloped
No variation
Variation ignored

Reticent
No variation
variation ignored

Weak
No variation
variation ignored

Undeveloped
Mo variation
Variation ignored
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Bigh
Great deal
Addressed

High
Great deal
Addressed

High
Increasing
Great deal
Addressed

Responsible

Great deal
Addressed

Developed
Great deal
Addressed

Deve lopPed
Great deal
Addressed

Willing
Great deal
Addressed

Strong

Great deal
Addressed

Developed
Great deal
Addressed




Unclear
Yo variation
Variation ignored

J. Sense of fairness

K. Reaction to testing Tranguil
No variation

Variation ignored

Unclear

Low

Unimpor tant

No gariation
Vartation ignored

L. Parental expectations
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Clear
Great deal
Addressed

Anxious
Great deal
Addressed

Clear
High
Important

Great deal
Addressed




CHAPTER 4. COMPARING CLASSROOM ASSESSMENT ENVIRONMENTS

In this chapter we explore similarities and differences across the eight
profiles of classrocm assessment environments. The eXpPloration begins with
compar isnns of the two profiles within each of the four subject matter areas.
Then it turns to an analysis of patterns across all eight environments,
focusing on each of the key ingredients in the profile: assessment Purposes,
assessment methods, criteria for selecting methods, quality of assessments,
the teacher 's relationship to assessment, the teacher's Perceptions of
students and the role of policy in classroom assessment.

Throughout this discussion, reference will be made to patterns geen in
what teachers tend to do or not do, what they know, think and feel about
assessment and how theY integrate assessment into instruction. Patterns
discussed are those of the eight high school teachers studied only.
Generalizations to any population of teachers beyond this small sample may not
be warranted.

As a result, some of the assessment Phenomena reported and gome of the
conclusions drawn may represent speculations on our part as to the true nature
of classroom assessment. These tentative conclusions are collected in this
chapter in an attempt to bedin to bring some order to our understanding of the
very camplex world of classroom assessment. However, until our conclusions
are verified bY other researchers in other contexts, we must remain cautious
about their implications for teacher training.

Comparison Within Subjects

Math. The two math cases are strikingly aimilar. Both are experienced
teachers who are very clear about assessment purposes and methods. They
measure student achievement (not ability) using math problem gsets in which
students must show all work for the purposes of diagnosing student needs and
assigning grades. The attainment of 9rades is the motivating force in both
environments.

The assessnent of affective characteristics is alsec similar and very
straight forward in both contexts. If students are doing the work ¢n a daily

‘ basis, they are judged to be serious of purpose and are thought to be trying.

This can influence 9rading decisions.

Both teachers are adamant about using test problems that clearly reflect
desired outcomes of their instruction. Each tends to focus on math problem
solving processes and wants to test those processes. They feel that the
text-embedded tests do not provide this, go they develep their own exercises.
The result is paper and pencil assessments that are of high quality in both
cases. TheY learned to develop these tests through experience in the
classroom. Formal training played no role in their assessments.
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One area where the two differ is in their interactions with students using
ora; assessments during instruction. One teacher tends to ask rhetorical
gquestions which he does not expect students to answer. He answers them
himself, The other teacher uses these assessments to focus the attention of
inattentive students, turning misbehavior into an apparently intense
student/teacher learning interaction.

Both teachers spend a good deal of their instructional time (up to 1/3)
involved in assessment~related activities. Since theyY have so many Years of
experience, are 80 clear on ocbjectives, and have developed assassments
frequently in the Past, little assessment time is spent developing _
assessment. 1In both cases, a majority of assessment time is spent scoring.
recording and providing feedback.

Finally, neither teacher is impacted to any great extent by policy. They
use the required text and report dgrades when regquired., Beyond these, theY are
unaware of and inattentive to other existiny assessment policies and
guidelines.

Science, The nature of the discipline of science and the study of bioclogy
may account for the similar curricular, instructional and assessment pPractices
used by both these teachers, Indeed, at the time of the observations both
groups of General Biclogy were studying genetics, Both teachers conduct labs,
put the weekly agendas gn the Yoard, give considerable hamework and check it
daily, conduct assessment in a rather fixed manner, maintain a predetermined
achedule and rate of material coverage, integrate assessment into instruction
similarly, use a notebook as a2 summative evaluation activity and put a great
deal of responsibility for the learning upon the shoulders of the students,
TheyY rely primarily upon the assessment of Performance by way of student
products to determine understanding and to assign grades. Both teachers 9ive
considerable weight to student effort and participation as they affect the
quality of a student's learning experience as well as the final evaluation.
Even their weaknesses are similar. PFor instance, each could improve upon the
recordkeeping of student participation and the oral questioning of students,
They might also inform students more carefully about criteria and engage
students more actively in the assessment Process.

While these two biology courses are quite similar in terms of assessment.
it is evident that students in these two settings are having quite different
biology experiences. Students in the first case not only have a more rigorous
academic course. but they are actively involved in the construction of their
own learning. They are engagded in a team effort Yet are demonstrating
independence of thought and are expected to be as creative and curious as they
can possibly be. Even if they are getting C's in the course. the teacher
feels confident that they are achieving his goals of acquiring an attitude,
appreciation or love of science, or, at the veryY least, of nature studies.
Certainly the teacher makes a persuasive case for assessing without the use of
paper znd pencil tests, In the second case, the rande of student exPeriences
is quite narrow and, while students may be having a challenging experience in
terms of work demands., there iz little opportunity for creativity, higher
cognitive operations. or independent thinking.
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Language Arts, The two languade arts teachers observed for this study
enjoy both the subject matter they teach and their students, Aalthough both of
these teachers teach other subjects, their main interest is teaching
literature and their primary concern is to awaken their students to an
appreciation and enjoyment of good literature., These teachers are rather
similar in their views of the purpozses of assessment. They use assessment
primarily to diagnose group needs, evaluate instruction and communicate
achievement expectations. Unlike most of the other teachers observed in this
study, they do not place high emphasis on assigning grades, Both dislike the
grading process and attempt to diminish its importance in students' eyes by
using a point system and emphasizing completicn of assigned work (and thus
engagement with the subject) more than the specific grade received. Both of
these language arts teachers inform their classes that they would be happy to
give "all A's®” and that one just has to work hard to do well in their
classes, The teachers differ somewhat on their use of assessment to diagrose
individual student needs; the Case 1 teacher is more concerned with atteuding
to individual students and makes greater use of assessment for that end.

In terms of the methodology they use to assess achievement, both teachers
prefer to use tests, quizzes and sturdy questions they have developed
themselves, They both make heavy, daily use of oral questions, for assessment
and as an instructional tool., (Indeed, in both of the language arts
classrooms assessment and instruction appear to be well integrated and the
teachers adjust their instruction according to tha results from the various
assessments they use,) Oral questioning lends itself well to the study of
literature. However, both teachers also use oral questioning in their other
classes (composition and the study of mass media)., The Case 1 teacher makes
greater use of oral questioning than does the other teacher, Although both
teachers are skillful in the yse of this technique to assess student and group
knowledde and progress, neither teacher routinely keeps written records of
these daily assessments. (The Case 1 teacher has a column in her gradebook
for oral participation, but the record consists of a "global® checkmark for
the guarter or the lack of a checkmark.) Neither seems to be aware of the
problems inherent in mental recordkeeping.

Both teachers employ questions (oral and written) that tax a variety of
cognitive levels, The Case 1 teacher states explicitly that her main purpose
in teaching is to get the students thinking and synthesizing ideas and she
looks to see how what they are learning is changing their thinking. This
explicit purpose is reflected in the fact that she uses a better balance of
higher order thinking skill questicns in her assessments than does the Case 2
teacher, Both, however, rely heavily on the use of recall questions., This
appears to be a necessary management tcol--to check that the students are
actually reading the assignments, .

The use of performance assessments in these two classrooms is very
limited, The nature of the subject matter (language arts) would allow much
more extensive use of this type of assessment (demonstrating mastery by
writing in genres such as esgsay, poetry, satire, short story, for example, or
reading aloud).
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These teachers are very similar in the methodology they use to assess
affective factnrs. Here again, the Case 1 teacher tends to give Ureater
emphasis to observing individual students, where the Case 2 teacher pays
greater attention to group interactions. Regarding the assessment of ability,
the teacher in Case 1 seems more concerned with the ability of her students
than does the Case 2 teacher. On an individuel student level, both believe
everyY student has the ability to aclk ..ve and perform adequately in their
classes. The apparent importance of ability in Case 1 emerges wvhen the
teacher considers her students as a group. She constantly compares them with
other students she has had in the past {and at another schcol) and feels she
has had to lower her expectations and change her teaching to meet the level of
her current students. However, ability is inextricably entwined with
achievement and willingness to perform. The lack of a clear understanding of
the concept of ability and a clear separation of it from other more
legitimately assessable constructs is problematic. It is difficult to
determine the influence the teacher's view of ability truly has on her
assesgments.

Regarding selection of assessment methods, the two teachers are quite
similar. The Cage 1 teacher is generally slightly better informed and pays
more attention to the applicability of the assessment method to the
measurement of thinking skills. The quality of their assessments and the
feedback procedures they use are generally quite similar.

Where these two teachers differ considerably is in their background: The
Case 1 teacher is a seasoned veteran, having taught for 20 Years and having
been the head of the English Department during her career; the Case 2 teacher
is in her fifth year of teaching. This difference in years of experience may
explain the difference in the way the two teachers view themselves
professionally. The Case 1 teacher clearly sees herself as the maker and
presenter of curriculum, whereas the teacher in Case 2 considers her role more
as the servant of policy delivering the required content. The Case 1 teacher
has greater expectations of herself as a professional, she takes more risks as
a teacher and pays more attention to individual students, even encouraging
individuals to work at their own pace. She also foster: a collaborative,
ratner thon competitive environment in her classroom. The Case 2 teacher
spends far more time teaching to the group and in fact actively disccurages
students from getting ahead of the group.

Both feel teaching literature can be highly subjective and attempt to use
objective methods in their assessments. The Case 2 teacher succeeds at this a
little better than the teacher in Case 1, primarily because she relies more
heavily on recall, true/false, multiple choice and short answer questions in
her tests and quizzes. The Case 1 teacher makes far greater use of essay
questions, which tap into higher order thinking skills, but which are more
difficult to acore cbjectively. 1In their essay scoring, both teachers use
what appears to be "holistic" scoring, but their criteria are unstated. The
Case 1 teacher is explicit in her technique of norme-referencing the scores by
reading what she considers to be the top and bottam papers first to establish
hov she will score a se: of papers. This apparent lack of clear criteria for
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essay scoring is an area that needs further study. Neilther teacher receives
many complaints about her snoring. This may be due in part to the fact that
over time students have come to know what the teacher's expectations are.

Ancther area of concCern in these teachers' assessment practices is their
inclusion of "effort®™ as part of the grades they give. The Case 1 teacher
clearly considers effort in determining a student's grade, particularly in
cases where the student is at risk of failing but is willing to make an effort
(despite a past history fraught with the lack of effort). Both teachers
consider effort (motivation, willingness to perform) in borderline cases as a
way of determining the final grade. Neither seem to consider the possibility
that level of effort is already being reflected in each student's achievement
and they might thus be assessing it twice. Also, in both cases the teachers
are willing to give students the benefit of the doubt. Points, grades and
assessment Comments are usually used in a positive way, to motivate and
encourage students.

As the above reflects, these two teachers have similar views of their
students' characteristics, though the teacher in Case 1 usually has a slightly
lower view of her students' skills and attitudes. They differ radically only
in their perceptions of students’ reactions to testing and in the level of
parental expectations. These differences and the lower views held in Case 1
may well reflect the differences in the populaticns the two schools serve. As
noted in the case study descriptions, parents in the Case 1 community tend to
have low expectations for the continued education of their children, whereas
the Case 2 community places a very high priocrity on education. The blase
reactions to testing of students in Case 1 compared with the anxiety
exper ienced by the Case 2 students is directly related to the family and
compunity attitudes about the importance of education. The significance of
the particular school/community influence on students® characteristics and
teachers' perceptions of tham is also suggested by the fact that the second
biology case study was conducted in the same school as Language Arts Case 1
and the ratings given the two teachers' perceptions of their students by
independent researchers are almost identical.

Social Studies. To a considerable extent, assessment ip social studies
appears to be shaped by the natnre of the instructional content and by the
teacher's understanding of the school's expectations for that subject. The
two teachers observed for thia study both teach U.S. history and wconomics,
required subjecta. However, the Case 1 teacher teaches an accelerated class,
which differs greatly from Case 2's “regular” economics class and the latter
teacher stated that his methods are very different for advanced groups.
Therefore, the most valid comparisons can be made between the two teachers'
approaches to American history. Case 1's school offers U.S. history to
sophomores while Case 2's classes are juniors; it is not possible to isolate
any effects of this difference in student maturity.

In both schiools the emphasis in U.S. history lies heavily on factual
content of the subject. One teacher (#1) uses most of the class time for
lecture; the other (#2) spends most of the instructional time in
question-answer, expanding on the answers (correct or incorrect) to make

315

4188e 284




lecture~like reponses. The lecturer instructs by relyivg upon the students'
ability to read and-assimilate the text material as the basic overview of the
content, choosing selected points to expand upon in class that go far beyond
the level of detail that the survey text offers. He balanced this technique
with a chapter review assignment which directs the students to the text
materfal they are expected to have learned. The teacher who relies on oral
questioning generally follows the content outline of the text as he proceeds.
thus providing the students with a daily model of the content for which they
are held responsible. His questioning go closely follows the text, in fact,
that wany students follow along in their books in order to anticipate answers
to the upcoming oral questions. This teacher does not provide a review
assignment before tests.

Teacher #2, the oral questioner, works to integrate assessment and
instruction to a greater extent than the lecturer. He overtly records marks
for responses to questions in many of his class sessions and he uses the
instructional time to develop the points that are to appear on the tests. In
some cages, he reported, areas which emerges in oral questioning as things the
stndents have not prepared or do not understand will become test items.
Remarks like, "Think about this for the test:" are not uncommon. The lecturer
depends on the homework assignments, especially the review exercise to direct
students' attention to the required content. Neither teacher makes
significant efforts to revise instruction based on assessment, although
teacher #2 reported that he occasionally does recap based on poor homework
results.

Although presentation techniques vary, expectations for what will be
tested are similar and equally clearly, though differently., articulated. Both
teachers test frequently, relying on chapter tests and unit tests
{encompassing 3-4 chapters), a structure dictated by the textbook. Their
testsr too, bear resemblence: TheY are tests of recall, using
fill=-in-the~blank and very short answer questions, matching tasks.
chronological ordering tasks: and ghort (3-5 sentence) essays. If the two
teachers were using the same texts, their students would probably periorm
similarly on one another's tests; even with different texts, the same content
was emphasized for the historical periods observed.

American history is a core high school subject and, in both teachers'
view, essential as preparation for responsible adult life in the U.S. They
take their charge very seriously and appear to have in their minds some set of
material that every high school graduate gught to have learned about his/her
n2' ion. It is that content that theY seek to teach. Both feel that their
textbooks contain this requisite content and that their job is to assure that
the students learn ft. Thus, as American history teachers, they have clear
concepts of their charge for the year and that charge consisted largely of a
body of specific information. It is not surprising, then, that their tests
are almost exclusively recall tasks. Just how it is that the teachers expect
their students to make use Of this historical overview to guide their 1lives as
citizens remains unclear. Such skills are not taught in American history.




Thus, both teachers' assessment methodologies are driven in part by
accountability concerns. They see themselves as accountable for the factual
content of American history. Both also express the need to have a large
number of grades recorded that they themselves can regard as “objective® and
therefore reliable measures of student achievement. Teacher #1 stated that he
does not have the skills to wirite valid questions that test higher order
thinking skills, although he tries {(unsuccessfully) to integrate them into his
tests. Teacher #2 depends on regular point grading to back up his grading
decisions; he feels he needs to be able to demonstrate meticulous objective
grading to protect himself from grade complaints. Both teachers lack
understanding of methods for testing higher order thinking and for preparing
valid performance assesssents.

Perhaps because of the heavy stress on recall and on "objective"
questions, the two teachers share concern about test security. Each devises
his own tests. They also share lack of concern about security for their
homework assignments, relying on the text-embedded materials for most of
these. Homework is a regular activity in both classes and an essential
component of the overall asseasment.

Both social studies teachers reported that they conducted a sizing up
exercise at the beginning of the term. In both cases this appears to have
been, at least in part, a free writing activity, one of the only times
students were asked to write essays. It is interesting that they relied on
essay writing as an indication of overall readiness for the class. but do not
employ esgay writing as an asaessment. This may relate to the concerns about
accountability and objectivity noted above.

Finally, both teachers articulated in interview and in class, strong
beliefs that one of their tasks is to bring their students to take
responsibility for themselves and their own educationa. They see high school
as a transition ground between childhood and adult responsibility and their
professional charge as high school teachers to instill self-dependence and
maturity in their students. They choose strikingly different strategies for
this task.

Teacher §1 employs a distanced, professionalized relationaship with the
students, setting clear rules and requiring reasoned, documented excuses for
exceptions to these rules. He brooks little personal interaction or
misbehavior in his classes, modeling, it appears, a controlled, on=task
self-presentation as adult ané responsible behavior. Students are directed to
the school counselors for any ron-~content issues.

Teacher #2 attempts to instill self-responsibility through interpersonal
closeness, rather than distance. He takes responsibility for the students'
learning onto himself, spending a great deal of time working individually with
students, trying to establish a network of student support with parents, and
providing in-class time for Joking, teacher-student and student-student
interaction, and relating his personal view of history. He reported that
students need to know someone really cares about them and their achievement
and uses his own concern as a motivator. While the rules in his classes are
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equally clear and documented, this teacher is prepared to make exceptions if
students try to show that they do care about their work and are trying to
improve, He offers extra credit opportunities as a carrot to students who are
willing to put in extra effort. For teacher #2, affective variables such as
effort beccme part of the overall assessment, used as a strategy for promoting
students’ sense of control over and responsibility for their own educations.

ges Purposes Across All Subjects

Several patterns emerde in these eight studies regarding assessment
purposes, The teachers use assessmeni moOst commonly to assign grades and
communicate achievement expectations. Teachers are generally explicit in
communicating grade expectations. As examples, they use written grading

licies, sample problems and review, written assessment tasks and tests to
give students a sense of what is important to Lnow.

The grading of academic achievement dominates aimost all environments
despite the fact that teachers dislike grading. Several teachers believe
grading to be a bureaucratic requirement that is counterproductive to their
goals for teaching, while others devise elaborate schemes to resolve issues of
fairness and objectivity., Aall. however. keepP records on student performance
for the purpose of compiling the final grade, There is considerable variation
in how elaborate these records are and how much information is collected to
determine the grade,

Measurenent for grading purposes is almost completely criter ion-referenced
in the sense of the use of percent cut-off scores, However, objectives are
often somewhat vaque as are criteria for performance, Cut-off gcores for
grades vary dgreatly, although some are fixed by policy. Teachers vary in
their consistency in applying cut-off scores. Affective and personality
factors, such as motivation, effort, or a teacher's sense of a gtudent's
capabilities, influence grades, Purther, teachers demonstrate considerable
discretion in compiling information for the purpose of determining grades.
Grades serve to gend Mmany different messades to students. only some of which
relate to achievement and teachers often use their authority to communicate
both affec.ive and academic expectations to students through grades, Teachers
are not of zen challenged to explain a grade to either student, parent or
administrators nor are teachers likely to check out the effects of grades upon
students.

The teachers studied appear not to be responsible for assessment for the
purposes of grouping, selecting for special services and providing test-taking
experiences. Role differentiation in the secondary school influences these
assessment purposes., Students are often "tracked"™ or channeled £y guidance
counselors and once placed the teachers generally treat the entire class as a
group.

There is considerable variation across teachers in assessment for the
purposes of diagnosing, controlling and motivating, evaluating instruction and
communicating affective expectations, Diagnosing is more often done during
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instruction using information generated through methods such as oral
questions, review of homework and individual cunferences. There is an
affective component in nearly every assessment environment and it tends to
focus on such attributes as attentiveness, effort, participation or

ser icusness of purpose. This assessment feeds directly into decisions about
grades, as pentioned above.

Assessment Methodology

Assegssment of Achievement. Across classrooms, teachers spend about a
quarter of the available inst-uctional time on assessment-related activities.
This ranks in laportance Just behind whole group instruction.

Methods used to measure achievement on a regular basis across subjects
include daily written assignments, paper and pencil tests and oral questions
as agsessments. On the other hand, these teachers tend not to rely on
standardized testa, group assessments, opinions of other teachers or student
peer assessments. A great deal of variation was seen across teachers in
teachers' reliance on performance assessments, student self-assessments, and
text-embedded tests. "

Performance assessments (measures based on observation and judgment) are
used to measure achievement in language arts, science and social studies, but
not in math., Student self-assessment varies across teachers in that some
teachers leave it up to their students to let the teachers know if they are
having @ifficulty. Reliance on text~embedded agsessments varies a& a function
of the avallability of such assessments. Those who use texts that have
accompanying assignments and tests use them to varying degrees, while those
who do not have them available obviously do not use them. Textbooks tend to
serve more as a cource of dally assignments than of tests per se. These
teachers tend to want to develop their own tests.

Perhaps the most important problem noted in these classrooms is that
teachers sometimes use assessment methods without sufficient understanding of
how to use them well. For example, it is not uncommon for teachers to espouse
the importance of teaching hicher order thinking skills, only to measure
recall of facts and information, unaware that a discrepancy exists between the
two. The result is invalid assesament. Further, teachers who rely on
performance agsesgment methodolegy almost universally do so without explicit
pecformance criteria or with vaguely defined criteria. When this occurs, the
danger of invalid and unreliable agsessment is great. In other cases,
teachers report using assessment based on group activities wr projects
resulting in judgments of individual student performance and seem unaware of
the complexities of sorting ocut differential contributions of group members to
overall project success. And finally, oral questions during class, while used
most often as instructional rather than assessment devices, are conducted with
virtually n¢ written recordkeeping systems when used as individual student
asgessments.
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On the positive side of achievement assessment: teachers tend to develop
their own paper and pencil tests to be sure the tests reflect the content they
emphasize in class, Further, the paper and pencil tests tend to be of fair
technical gquality (clear items, appropriate formats, etc.)., In addition, they
tend away from objective testas and toward performance and other asseasmnents
when outcomes warrant it, Finally, they tend to focus their assessments on
actual demonstrated classroom achievement specifically defined, rather than on
vaguely defined concepts of student ability.

Asgessment of Affect. Affective assessments contribute greatly to the
nature, role and quality of classroom assessment e€nvironments. These measures
focus predominantly on the students' seriousness of purpose, level of apparent
effort and attitude (strong or weak, positive or negative feeling about the
teacher and/or the subject), These factors are measured by observing the rate
and quality of student work and through interpersonal contact with the
student, Results influence student grades and teacher expectations of
students,

within the affective dimension of classroom assessment, two issues emerge
as worthy of further consideration., The first issue revolves around a
dangerous pattern noted in several classrooms in the linkage between affective
assessment and the school reward system. There appears to be a stereotypic
personality type among high school students that teachers respond favorably
to, These are the studants who appear attentive and aggressive during class
and who therefore receive higher grades than others, not because they've
learned more of the material but because they've learned to act like they are
learning more. The implicit message communicated to these students seems to
be "You don't have to learn as much if you look like you're trying." Once
they read the message, they may learn that they can manipulate classroom
affective assessment to advantage, This is dangerous because it may be that
white, male students are more prepared culturally to fit this atereotype than
vhite females or members of minority groups. This may lead to sex and ethnic
inequities in assessment and grading systems. This is a complex issue that
deserves further investigation. .

The second issue is similarly complex. The reward system of classroom
assessment environments appears to operate on the assumption that a simple
relationship exists between grades and student motivation. The assumed
relationship holds that if students know a grade is linked to scme particular
behavior (e..., studying for a test), then students will b~have accordingls to
obtain the reward. But, in fact, it appears that the actual behavior/reward
relationship is far more complex than this. For good students, those with a
record of high achievement, that simple relationship probably holds--they will
work to get another rewarding A, However, the complexity emerges when we
consider those students whose experience has been one of failure--not
8success. These are the students in the lower half of the distribution of
achievement. Many teachers relentlessly cling to the premise that grades
serve to motivate these students to learn also when for many that simply is
not’' the case. PFor many, grades are a punishment--a constant public reminder
of failure--not a reward. Workiny hard seems to have produced only failure in
the past, 830 why bother, Once a student loses grades as a reward, since this
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is the only motivating tool used by many teachers the motivation to continue
to study is lost and frequently so is the gtudent. If we ara to overcome this
problem: researchers and teachers alike need to develop a clearer
understanding of the relationship between 9rades and affect (motivation and
attitude) at all achievement levels--not just for high achievers.

Criteria for Selecting Assessment Methods

Teachers across high school subject matter areas seem quite consistent in
the factors they consider in devising or selecting assessments. Factors
typically given careful consideration are time available for assessment,; the
match between asasesament and instructional objectives, including applicability
to assessment of thinking skills and appropriateness for a given purpose.
Factors also considered include dedree of objectivity and origin of the
assessment. Factors considered less frequently include ease of development
and scoring and the need to control cheating.

However, it is important to note in thic context trat,; while these are the
criteria often considered, the extent to which they are Wet varies greatly.
For example. as noted above, while teachers intend to measure higher order
thinking skills, often they are unsuccessful in doing so. Further, while many
strive to remain objective, vague performance criteria often give rige to
unreliable, subjective judgments. In short, striving to apply the Proper

criteria does not ensure success.

Quality of Aggesgments

As has been Suggested above, the quality of the assessments observed
varied. Some assessments-—-typically daily assignments and tests of the paper
and pencil variety--were generally sound across subjects. The major exception
to this conclusion is the extent to which these assessments measured thinking
8kills. Examples of good guality performance agsessment ware noted, but most
suffered from vaguely defined performance c¢riteria and rating procedures.

Oral questions were occasionally used as agseszment devices, often with no
attempt to gather a representative sample of student responses and with no
written recordkeeping. 1In fact, it was generally the case that the teachers
observed had spent very little time reflecting on the nature or quality
(validity, reliability, and communication value) of their assessments prior to
participating in this study.

Within this dimension of classroom assessment, gome important and
pervasive attitudes about assessment were noted. First, objective assessment
formats tend to be accepted by teachers as dependable just pecause of the
format and regardless of other qualities of the assessment. For this reason,
objective tests tend to be preferred by all. Essay tests and performance
assessments, on the other hand, tend to be seen by teachers as subjective and
therefore jegsg acceptable merely as a function of format regardiess of other
attributes. For this reason, they feel they minimize use of these assessments.
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Students geem less gsensitive to this distinction. Whether the test is
objective or subjective, students do not question or challenge the teachers'
performance criteria or assessment methods. Even in the face of subjective
agsesgments and vagre criteria, students seem to unquestioningly accept the
teacher’'s assessment authority. While they may comment among themselves about
the apparent lack of fairness of an assessment, they do not comment to
teachers about this.

Other quality control issues worthy of mention include the following:

L A8 mentioned previously, teachers tended to rely on mental
recordkeeping to manage some kinde of performance information, such
as responses to oral Questions or behavioral indicators of affective
traits guch as attitude. These teachers remain unaware of the
dangers of bias inherent in guch recordieeping methods.

] In addition, some assessments, particularly daily assignments are
often quite short (scmetimes two or three exercises). The
dependability of grades entered into the gradebook for such
assignrents must be questioned.

® Further., weighting gchemes are popular in establishing grades at the
end of grading periods. However, teachers using these gchemes are
often uninformed and uncertain about how to operationalize their
priorities in creating a weighted composite index of student
performance.

® Affective assessments are based on various kinds of mpeasures:
records of work completion:, behavioral ohbservations or Personal
interactions. To provide sound information, these assessments must
be valid and reliable. However, quality cuntrol in this arena of
assessment often receive little or no attention. Further.
questiocnnaires~--a very efficient way to gather affective data--are
virtually never used.

Peedback Procedures

The frequency and mode of feedback varies greatly from teacher to teacher,
but, generally, feedback is fair, germane to achievement, and immediate.

Feedback is used as a motivational tool, as well as a report to students on
their achievement.

Both in class and in conference, strong students and students ywith cuirect
answers receive more oral and nonverbal feedback than those who are weak orf
give incorrect answers. Correct answers tend to elicit some positive response
from the teacher, e.g., “ok," "good," but incorrect answers are most
frequently simply passed over--the question is agked of scmeocne else or the
teacher supplies the answer. Strong students get greater feedback because
they are more often correct, but also because they may also give more
elaborated responses than do weak students, even vwhen the latter offer correct
answers.
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Generally, oral and nonverbal feedback is positive, focused as it tends to
be on stronger and more correct students.

However, some teachers try to use oral feedback to admonish off-task
students, using negative gestures and facial expressions as well Oral
feedback to the class and to individuals is also used to attempt to instill
motivation. Discussion of the results of tests or assignments often has an
evaluative component and teachers may report their overall assessment of group
progress, in addition to going over the correct answers.

Written feedback, by contrast with oral feedback, tends to be more
extensive for the weaker students. On assignments, wrong answers or overall
poor papers are more likely to receive & cosmmment in addition to the grade or
point score, than the papers of stronger, more correct students, for which
teachers appear to feel a symbol suffices. Teachers are especially likely to
comment when weak students® work is atypical--either better or worse than
their usual effort. Most comments are corrective, rather than positive. Such
comments are generally fair and focus directly on achievement. Overall,
written feedback is regular--most assignments are marked with at least a
symbol--and students get feedback in a very timely fashion.

Samples of performance and such public devices as public achievenent
displays are little used as feedback mechanisms in these high achool classes.
Indeed, much of the feedback is private, rather than public. Student papers
are carefully handed back individually and some teachers emphasize verbally
that "your grades are your own,” 8o the marks should not he shared with
others. Private conferences outside of class time or at the end or beginning
of class periods are common. Choice of private over public feedback appears
to reflect several teacher concerns: the need to protect students® acadenmic
gself-conCepts; a desire to increase student self-responsibility; teachers’
general desire to deemphasize grading; and teachers’ need to protect their
accountability by minimizing student comparisons and appearance of inequity
among grades. These factors may also be involved in teachers'’ tendency to
provide oral feedback to strong and correct students, as noted above.

In grading, teachers appear generally to be willing to give students the
benefit of the doubt. If students have questions or complaints about grades,
these are carefully listened to and, if the arguments are persuasive, teachers
tend to be flexible. There is little evidence of use of grading for giving
punitive feedback to students.

The Teacher and Assessment

Teacher 's Background. All of the eight teachers observed during this
study were geasoned, experienced teachers. The number of years of teaching
experience ranged from 5 to 33 Years, with seven of the eight teachers having
taught for more than 15 years. Half of them have spent their entire teaching
careers at the same school.
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All of the teachers feel they have received veryY little useful training in
assessment methodology. Their training to become teachers did not prepare
them to address the assessment questions they face daily in the classroom anmd
contributed very little to their knowledge of assessment issues and
techniques. sSimilarly, only two of the eight teachers have henefited at all
from inservice training about assessment. Ideas and sugdestions from
colleagues and the teacher's guides of textbooks aie seldom used resources,
and almost no one consults the professional literature on assessment. Indeed,
with regard to assessment and grading, teachers work in extreme isolation,
generally without the benefit of colleagial collaboration. The Biology Case 2
teacher 's receptiveness to working with her new colleague is evidence of the
positive effect such colluboration can have.

Teachers' knowledge of assessment methodology, then, is based
overwhelmingly on their own classroom experience. The methods they use to
assess and evaluate their students are the result of Years of determining what
works for them in the classroom and what they feel comfortable doing. Much
can be learned from teachers' experiences and practical claassroom applications
of assessment technigues. However, ag we have seen in the preceding eight
case study descriptions, some teachers may not be aware of the pitfalls or
implications of some of their methods, and what appears to be sound assessment
is not always done for the right reasons nor always consistently recorded.

Teacher 's Expenditure of Time. Not surprisingly, teachers spend a
considerable amount of their time in assessment-related activities. ©On
average; these teachers devote nearly a quarter of their time to assessament.
The rest of their time is taken up in group instruction (nearly 40%),
one~on~one instruction (15%}, and planning (208). Of the time spent on
assessment activities, the biggest block of time (about one-third) is devoted
to scoring and recording results. The amount of time spent on this varies, of
course, from teacher to teacher depending on the number x.d type of
assessments conducted. One would expect more time to be spent on scoring and
recording essay tests than on objective, machine~scored tests, for example.
Thus, one might expect math or science teachers to spend less time on this
activity than language arts or social studies teachers. In these case
studies, such clear patterns were not always apparent, in part because some
science and math teachers spend most of their assessment time on scoring and
recording and relatively little time on other assessment activities such as
selecting assessments or developing their own.

Teachers in these case studies spend about 20% of their assessment time
developing their own assessments. Administering assessments and providing
feedback consume approximately equal amounts of time (20% each). Little time
is given to reviewing and selecting assessments (10%) and even less to
evaluating the quality of the assessments (5%).

Teacher Characteristics. These eight teachers differ widely in their
views of thémselves and their students and the classroom environments they
have created. Half of the sight teachers vork very autonomously, taking full
responsibility for developing the curriculum and presenting it. Three of the
eight, however, tend toward the opposite role of acting as a servant of policy
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who delivers the required content. Mosat expeCt a great deal of themselves as
professionals. All have a relatively clear sense of perforrance norms: these
are often unwritten, however. Their views of what constitutes high gquality
per formance vary considerably: ranging across the spectrum from demanding only
one correct answer to accepting degrees of guality. As might be expected,
similar variation exists in these teachers' needs for structure and in their
willingneas to eXPeriment.

These differences do not appear to be related to subject areas. As the
case study descriptions fllustrate: one of the math teachers is flexible and
creative, willing to experiment with different types of asseasments, whereas
the other maintains a highly structured, rigid assessment environment.
Similarly, the two biolngy teachers observed differ dramatically--one being
highly innovative and flexible, the other conducting a strict routine of
structured assignments and tests. In social studies both teachers are rigid
in the structure theyY have established for their classes, but one was somewhat
willing to experiment when students requested a different but reasonable
approach. In language arts, the differences between the two teachers are not
as clearly drawn as they are in the math and science cases. Both English
teachers are relatively flexible, ready to adjust their instruction and even
their assessment schedules as necessary for optimum learning: one of the
teachers:s however, is far more flexible and willing to experiment and take
risks than the other.

Most of these teachers highly value promptness and timely completion of
work. The only exception ig the Language Arts Case 1 teacher and even though
this teacher ig very flexible on this point, she still makes note of late
papers. The Interpersonal dimensions of the assessment environments created
by these eight teachers also vary considerably and do not follow any patterns
related to subject area. In scme classrooms, Very little cooperation occurs
or is encouraged; in others it is frequent. The amount of competition among
students varies even more from classroom to classroom. The frequency of
competition appears to be less than that of collaboration, however.
Surprisingly enough, teachers seem relatively unconcerned about cheating.
This may be becaufe nearly all of them are interested in teaching the students
to be responsible for their own learning. This orientation is reflected in
the number of teachers who attribute the lion's share of the responsibility
for success or failure to the students themselves. Only one of the 2ight
would take the bulk of that responsibility on higself.

With the possible exception of the Sccial Studies Case 1 teacher who
attempts to remain disengaged from his students, these teachers all enjoy
their students and would like them to do well in their classes. Nearly all of
these teachers operate with some preconceived or stereotypic views of their
students. Only the Biology Cage 1 teacher appeared to be free of stereotypes;
but only the Math Case 2 teacher expressed them often. Most teachers tend to
express these views when thinking of groups of students, but seem able and
interested to deal .with individual students and their particular preeds when
time permits. Some teachers {such as the math teachers, the Social Studies
Case 2 and the language Arts Case 1 teachers) were far more willing to attend
to individual students than were others. Stercotypic views cap and do
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influence instruction and agsessment in some of these classrooms. The lowered
expectations of the Language Arts Case 1 teacher and the Biology Case 2
teacher (both of whom were teaching at the same school) may be based on past
experience with what students in their school actually achieve or are willing
to achieve, but such expectations may not be fair to individual students in
their classrooms this year who struggle against that image or who would rise
to meet higher expectations if they were voiced. Similarly, the Social
Studies Case 2 teacher's assumptions that the boys who are acting out are
"*bright" may well have a detrimental effect on boys who don't act out or on
girls in general because he clearly gives wmore attention to those highly
visible boys.

Additional Comments on Teachers and Assessment. Regarding the grading

process: these teachers drade almost entirely on the basis of demonstrated
achievement. For the social studies and language arts teachers, their sense
of the students' ability may enter into the assignment of grades. However.
they tend to articulate poorly what constitutes ability and how to measure it
separately from achievement or affective characteristics, such as motivation
or seriousness of purpose., Students' level of effort is considered by all
teachers, particularly in borderline cages. The problems implicit in
including ability or effort in the grading process do not seem to be clear to
these educators,

Nearly all assessment conducted in these classrooms is considered to be
criterion-referenced in the sense that a certain level of performance is
expected of all, However, the social studies and language arts teachers,
unlike math and science, use both norm and criterion referencing, Even when
teachers say they are basing everything on a percentage of the total points
possible, they often have distributed the points based on the group norm, The
clearest example of this is found in Language Arts Case 1, where the teacher
reads what she considers the top and bottom students' papers before reading
the entire set and determining how to distribute the points. There is a great
need for a clearer understanding of the grading process, what is considered
and how it is considered., Much could be done to help teachers analyze their
own practices and assumptions.

Another concern is that teachers tend to "objectify® their assessments;
that is, most are aware of the need to be cbjective and the perils of
subjectivity and they therefore try to make their assessments as objective as
possible. However, more careful analysis is often needed to determine the
validity of some of the assessment methods and criteria. For example.,
teachers whose main purpose is to teach thinking skills may use questions
which assess primarily lower level skills {particularly recall} without any
awareness that their questions are not assessing what they purport to teach,

Unfortunately, in most of these case studies, instruction and assessment

seem to be separate activitiea for the teachers. Integration of the two is
done haphagzardly and rarely to full advantage. Most teachers either do not
take the time or do not know how to make good use of assessment in Presenting
instruction, in evaluating it, and in making it more effective and
meaningful. fThe language arts teachers observed here tend to make the best
use of assessment as an instructional tool and as a way to evaluate
instruction and diagnose student needs,
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Teachers® Perceptions of Student Characteristics

As the case study profiles illustrate, these eight teachers have widely
varying perceptions of their students’ characteristics. Although all feel
their students have from moderate to high ability to learn., they rate their
willingness to learn, their willingness to perform. and their rate of
achievement a little lower. Half of the teachers see their students as
relatively irresponsible; only the Biology Case 1 teacher considers his
students to be responsible. 1In general, teachers think their students® study
skills are not as well developed as their social skills, and their
self-agsessment skills are the least developed of these three
characteristics. Their feedback needs vary across the spectrum from
relatively weak to a strong need for feedback. Their sense of fairness and
their reactions to testing also vary considerably.

Each tu. cher is faced with scme {and in many cases a great deal of)
variation in these characteristics among his/her particular students. Rate of
achievement is the characteristic in which greatest variation is noted.
However, teachers' responses to these variations range across the spectrum
from ignoring them totally (even though they admit they exis:t) to addressing
them. Teachers of a particular subject 40 not necessarily share the same
perceptions of their students, nor do they respond in similar ways to the
variations among students. The Math Casge 1 teacher, for example, recognizes
great variation in student traits and therefore dedicates 10-20 minutes of
each class period to individuval students. The Case 2 Math teacher also
perceives differences among his students and attends to some of those
differences in characteristics, but his c¢cynicism about a few poor students may
be coloring his feedback to all of his students. The two social studies
teachers are aware of variations in their students, and both tend to ignore
such variations. However, they vary consideraoly in the ways they conduct
their classrooms~~the Case 1 teacher refusing to acknowledge variations and
individual c¢haracteristics so that his students will rise above those
differences and take on the responsibility of learningd, and the Case 2 teacher
80 aware of one particular group of students (the boys who act cut) that he
ignores most other variations among his students. The two language arts
teachers tend to be most involved in addressing the variations they perceive
amond their students.

These teachers have been able to learn surprisingly little about parental
expectations, although they think parental expectations are relatively
important. They tend to think parents do not expect much of their children.
‘The extent of parental expectations and parental involvement is related in
some teachers® minds to the nature of the community served by the achool, The
two language arts teachers, for example, work in very different ccmmunities.
The Case 1 teacher's school serves a working class neighborhood in which
education has not been highly valued as one of the major paths to a successful
life; this teacher's previous experience with parents at a school which served
a more upwardly mobile community led her to make constant comparisons and
judgments about the effects of the lack of parental involvement and
encouragement at her present school. The Case 2 tvacher works in a school
which serves a suburban-rural community in which moct parents have high
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axpectations for their children’s educations. Most teachers deal with parents
when the need arises (a8 in cases where the atudent is at risk of failing the
class), but have little time to do more. Their emphasis on teaching students
to be responsible for their own educational experience leads these teachers to
be less involved with parents. The only exception to this is the Social
Studies Case 2 teacher \ho makes a special effort to call three Parents a
night. (This teacher is also the teacher who takes most of the responsibility
for etudents' success or failure on himself.)

As noted in the discussion above about teaclers' stereotypic views of
studentss teachers have well-established {(and sometimes erronecus) views of
changes in student characteristics over the Years. These perceptions have a
powerful influence on teachers’ expectations for their current students.
Teachers maY be urnaware of the dangers of judging individual students on the
basis of apparent "trends."

Policy and Agsesament

Policy is an area about which teachers appear to be relatively uninformed
and about which the¥ concern themselves very little. Even where disirict or
aschool assessment and assessment-related policies exist, teachers are largely
unaware of them. When they are aware of certain policies, they appear to have
the autonomy to ignore them by and large. Tsachers veryY broadly control the
conduct of their own classrooms. including assessment aspects.

Grading methodology, frequency of grading, homework assignments, types of
questions, etc., are largely ungoverrsd by policys regardless of whether
school or district policy in fact exist~. The only clear requirements appear
to be the quarterly or nine-week rs-.. i2sng period and the reguirement to
provide letter grades. These the teachers fulfill, albeit in many cases
reluctantly. Some teachers feel responsible to have demonstrated records to
back up their grade report decisions, providing extensive markings; others
feel no such need, although school policies demand demconstrable bises for
grades in class records.

Teachers in at least socme departments appear to feel directly impacted in
their assessment practices by consensual practices and agreements developed
with thelr colleagues. 1In some cases “hese are in direct contradiction to
established schocl or district policy. Departmental leval decision-masing
with regard to texthooks governs much of the teachers'’ assessment practices:
asince many employ text-embedded assignments and tests. Despite these
assessment implications, guality of assessments in the text are rarely a
consideration in text adoption. Those involved in the selection Process do
not possess the skills and knowledge to evaluate tests and assignments. In
only a few of the obgerved cases did a teacher depart from use of the
departmentally~selected text; these were generally in accelerated classes
where teacher decision-making is even more strongly erpiasized.

In certain areas, teachers are constrained by the roles of guidance

counselors. These counse lors have broad a mandate to assign placement to
advanced or remedial tracks and to meet with pParents and students. In
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deneral, teachers tend to accept counselors® placement decisions and work with
the students as best they can. They do this despite the fact that they appear
to know little about counselors' knowledde and skills for determining
placesents across academic subjectss criteria counselors use in making such
placements, or the sources an? quality of information that they use. However,
in at least some schocls, teachersz can influence or override placements and
can intervene directly with students and their parents around academic
progrees and disciplinary matters. For example., one teacher eschews the
school's mandated warning of failing grade forms, choosing instead to make
personal phone calls to the parents. This, he ardgues. is more congruent with
his approach of trying to create motivation by developing confidence and
positive attitudes to school. Teachers vary in their interest in directly
dealing with parents, complaints, and student non-class issues, but they
appear to have great leeway to do so, if they choose, regardless of building
or district procedure as outlined in policy.

The role of principals as instructional leaders and policy makers in the
assessment arend remains unknown. In only one case was it clear that a
teacher's assessment policy had been affected by his principal's desires-~~the
Social Studies Case 2 teacher included yhat he regarded as higher order
thinking questions in his yearly final at his principal's request. Further
research should address now principals supervise assessment; what knowledge
they possees about good assessment; their expectations; the extent of their
supervision of thelr teachers' classroom assersment practices; and how and how
uniformly such supervision is conducted.

Suna:! and Implications

We began this report with the premise that there is much that remains
unknown and unclear about the complex world of classroom assessment. Perhaps
the primary outcome of this study is that we have developed at least the
rudiments of a framework within which to understané the complexity. Using
that framework: we have pProfiled eight high school classroom assessment
environme~ts., While we realize that eight case studies do not provide a basis
for drawing firm conclusions about either the gtate of classroom assessment in
our schools or needed action prodrams, we feel that scme issues emerde from
our znalysis that deserve further attention. We present these below in the
form of implications for training in asses .ment, assessment policy and further
research on classroom asusesspent. While we feel confident tha% subsequent
studies will corroborate these conclusions., we encourage and suPport the
further research and development needed to verify or revise them.

Inplications for Training in Assessment. Given the nature and limited
extent of teachers' formal training in asseasment methodology. consideration
of how they spend their assessment time can provide some insights into teacher
training needs. Perhaps of greatest concern is the fact that teachers sper4
80 little time evaluating the quality of their assesaments. Teachers with
full class loads and large classes have many constraints on their time.
However, Knowing if what they are doing is valid, reliable, fair and useful
should be of utmost importance. Teachers have nol been trained in ways to do
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this. Many of the assessment inconsistencies observed in these case studies
could be avoided or remedied if teachers received inservice training in how to
evaluate the guality of assessments. This would improve the review and
selection process as well as help teachers as they develop their own
assessments. As we have seen, teachers often write their own tests, guizzes
and study questions, with little or no formal training on which to base this
assessment development. Even though teachers spend a large part of their time
in asgessment activities and have come to rely on their experience, most
express concern and lack of confidence that they are conducting assessments
properly. They would welcome further training opportunities.

More specifically, teacher preservice and ingservice should focus uzon
topics that range far beyond developing traditional paper and Pencil tests.
Other important topics include:

o How to evaluate the guality of an assessment in terms of its match to
intended instructiona] outcom * and the dePendability of results.

Training should focus on the teacher's own assessments as well as
assegsments acooupanying text materials.

° Bow to select a type of apyessment that will fit a particular purpose

and do 20 efficiently (i.e., how to integrate assessment with
instruction). Training should illustrate the full range of viable
assessment oplions available for classroom use {assignments, paper
and pencil tests and guizzes, performance assnssments. published
tests, gelf-evaluation, peer evaluation and assessment records) and
show how they relate to various classroom decisions.

° Bow to deal effectivelYy with the subjective elements in classroom

asgsegsment. Training should address the inevitability of subjective
assessment and ghow how it can be done with maximum quality,
efficiency and fairncess.

o How to establish performance criteria as the basis for classroom

asgessment. OQutcomes that are measurable in & valid and reliable way
are those that the teacher can define and for which the teacher can
articulate an underlying continuum., £ram low to high perfcrmance.
Training should provide *eachers with the tools to do this.

. When affective assessment has a role to PlaY in classrooms and how to
conduct affective assessments that are of high gquality. Teachers
need to openly explore and understand the nature of student zffective
traits and they must learn the problems and pitfalls of assessing

these traits. Then and only then will they he in a peaition to
integrate them into classroom assessment.
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) How to develop and imPlement sound d9rading and other feedback

practices, Training should focus on two key aspects of this:

{1} the definition o. sound grading practices (i,e,, via sound
assessment, appropriate cut-offs, appropriate weighting, etc.), and
{2) the effects of grades as a motivator across all levels of

achievement.
) How to understand and avoid stereotyPic thinking about gtudents and

achievement or affect., Teachers need to know the dangers of
typecasting students both in terms of its impact on expected and
actual student performance.

In addition to these implications for teacher training, attention must
also be given to assesament trcining for principals, If they are to ke
instructional leaders and if agsessment occupies a quarter of available
inatructional time, then principais need to be able to provide leadership in
assessment. Since most are former teachers, we know how little asgessment
training they started with. Since most Principal certification programs
require little or no further training in assessment, we can conclude how much
leadership mcst principals are able to provide in this arena., If we are to
attain the goal of effective assessment environments in all classrooms, this
must change.

Finally, we might consider the revolutionary concert of training students
in assesament. Given knowledge of the rudiments of sound assessment. they
would be in a position to act in their own best interest, pointing out vague,
unfair or inappropriate asgessment and classroom decision-making,

impiicactions for Aggesemenc Policy. For those concerned with setting
dir*rict and school policy. we might pose the following guestions regarding
classroom assessment policy:

) Given the relative importance of classroom assessment compared to
district-wide assessment in the growth znd development of students.
are district financial resources for assessment being distributed

appropriately between the two?

® Given the relative importance of assessment~related activities to
other instructional activities in the classroom, are sufficient
resources peing spent to develop staff gkilleg in assessment?

] Given the importance of assessment to the quality of instruction, are
text-embedded tests being gystematically evaluated in the process of
considering various textbooks for adoption? Should theY pe
evaluated? If so, by whom?

® What role gshould policy play in determining the nature, role and
quality of classroom assessment? And how should teachers be made
aware of that role and the policies to be implemented?

® How are teacncrs currently supervised yith regard to classroom
assessment, given most principals' lack of training in this arena?
Bow should they be supervised?
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The danger exists that most of the key players in the policy making arena
are equally uninformed regarding classroom assessment issues. Teachers are
largely untrained and are left to their own devices when it comes to classroom
assessment. Principals are former teachers. Superintendents and assistant
superintendents are former principals. And members of boards of education are
lay peorPle untrained in education, not to mention assessment. Nowhere in the
professional development of any of these policy makers is thére a place where
issues «f assessment and evaluation are addressed in a forthright and thorough
manner. Thus, the danger exists that policy may address these issues in a
naive, or worse yet, technically unsound manner. Therefore, the policy
context surrounding assessment in general and classroom assessment in
particular deserves careful attention soon.

Implications for Research on Classroom Agssessment. Through the final

chapter of this report. we have puzzled at times over issues that remain
unresolved in our program of research. As we continue our research in this
important arena, we will be guided by unanswered questions such as these. We
encourage other researchers to bz similarly guided:

. Can the nature, roele and quality of classroom assessment be improved
via gystematic and relevant teacher, princival and policy maker
training?

) How extensive is the mismatch between instruction and assessment of
higher order thinking skills?

* How universal and intense is teachers' dislike of grades and
grading? What are students' and parents' values in this regard?
What siable alternatives exist?

* What is the effect of grades on student motivation and achievement at
all levels of achievement?

® What is the effect of different kinds of assessment on student
preparation for and performance on those assessments?

* What is the nature and quality of assessment training provided to

guidance counselors--those given responsibility for placing students
in high school classes?

A Firal Comment. We initiated our research with the purpose of gaining an
indepth understanding of classroom assessment. We feit that a major reason
for the neglect of classroom assessment by the measurement research community
is its extreme complexity. We do not seek t2 reduce that complexity. Rather
we geek only to understand it and help teachers function effectively within
such a complex and demanding environment. We remain unsure as te our
success. We are concerned ahout the reliability of our profiles. Our
observations are limited to high schools (and junior ..ighs in a previous
study). And we have watched and interacted with only a few teachers. But
even with these limitations, the great depth we have been able tc achieve
suggests that action is needed. Only the scope of that need remains uncertain.
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